Psychological study of the impact of systematic training for effective parenting groups upon children\u27s behavior, achievement and self- ratings at home and at school. by De Sherbinin, Polly Robinson
University of Massachusetts Amherst
ScholarWorks@UMass Amherst
Doctoral Dissertations 1896 - February 2014
1-1-1981
Psychological study of the impact of systematic
training for effective parenting groups upon
children's behavior, achievement and self- ratings at
home and at school.
Polly Robinson De Sherbinin
University of Massachusetts Amherst
Follow this and additional works at: https://scholarworks.umass.edu/dissertations_1
This Open Access Dissertation is brought to you for free and open access by ScholarWorks@UMass Amherst. It has been accepted for inclusion in
Doctoral Dissertations 1896 - February 2014 by an authorized administrator of ScholarWorks@UMass Amherst. For more information, please contact
scholarworks@library.umass.edu.
Recommended Citation
De Sherbinin, Polly Robinson, "Psychological study of the impact of systematic training for effective parenting groups upon children's
behavior, achievement and self- ratings at home and at school." (1981). Doctoral Dissertations 1896 - February 2014. 3652.
https://scholarworks.umass.edu/dissertations_1/3652

PSYCHOLOGICAL STUDY OF THE IMPACT Op SYSTEMATIC TRAINING
FOR EFFECTIVE PARENTING GROUPS UPON CHILDREN’S BEHAVIOR,
ACHIEVEMENT AND SELF-RATINGS AT HOME AND AT SCHOOL
A Dissertation Presented
By
POLLY ROBINSON DE SHERBININ
Submitted to the Graduate School of the
University of Massachusetts in partial fulfillment
of the requirements for the degree of
DOCTOR OF EDUCATION
September 1981
Education
Polly Robinson de Sherbinin
All Rights Reserved
1981
ii
PSYCHOLOGICAL STUDY OF THE IMPACT OF SYSTEMATIC TRAINING
FOR EFFECTIVE PARENTING GROUPS UPON CHILDREN'S BEHAVIOR,
ACHIEVEMENT AND SELF-RATINGS AT HOME AND AT SCHOOL
A Dissertation Presented
By
POLLY ROBINSON DE SHERBININ
Approved as to style and content by:
Ronald H. Fredrickson, Chairperson of Committee
Richard D. Konicek, Member
George Levinger, Member
Mario Fantini', Dean
School of Education
iii
DEDICATION
In great appreciation of my husband, Michael de Sherbinin,
whose gift for ever seeing things in fresh ways is a constant source
of strength and pleasure.
iv
ACKNOWLEDGEMENTS
I never so much valued those people who offer the support of their
unique gifts as during the process of creating a dissertation. I think
with gratitude of Ron Fredrickson’s constant availability when expertise
and counsel were required and I think of basking in his buoyant faith in
his fellow humans.
My very special appreciation goes to Polly Ulin, an original com-
mittee member, for creating generous spans of time to share her sound
knowledge and the leaven of her imagination where research is concerned.
I am grateful to Dick Konicek for sharing his search for the roots of
creativity and satisfaction in the process of living and learning. I
am grateful to George Levinger for his faith in my work.
There are others in whose colleagueship I have learned and delight-
ed: Marie Hartwell-Walker who abidingly guides and nourishes my learn-
ing; Ruth Hawkins for working closely together in common vision; Ann
Levinger and Paula Swenson for the dedication of common pursuit coupled
with the light-heartedness of laughter.
Gary Millett and Norma Vosburgh remained constant in the face of
daily need for their knowledge and support. I want Carole Camp, Susan
Parker and Marge Ferris to know how much I value the skilled and gener-
ous people they are. John Van Steenberg offered a place of quiet in
which to write, the serenity of the Berkshires beyond.
Years ago on the South Dakota prairie, in Yankton, my mother,
Josephine Max Robinson, and my father, Harry Austin Robinson, lived and
taught a love of learning. Now, Laura, Nicholas, Julie and Alexander
V
de Sherbinin travel this globe with hearts and minds open to the Joys
of fresh discovery. The members of our family offer each other faith
in the uses of freedom along with the sustaining gift of closeness of
spirit.
ABSTRACT
Psychological Study of the Impact of Systematic Training
for Effective Parenting Groups Upon Children’s Behavior,
Achievement and Self-Ratings at Home and at School
September, 1981
Polly Robinson de Sherbinin, B.A., Beloit College
M.Ed., University of Massachusetts, Ed.D., University of Massachusetts
Directed by: Professor Ronald Fredrickson
The purpose of this study was to examine the effect of parental
participation in a Systematic Training for Effective Parenting (STEP)
course upon the classroom behavior and reading achievement of those par-
ents’ Title 1 children. Parental perception of child behavior, and
children’s perception of their own self-concept and locus of control
were also examined.
Parents of Title 1 children in a Northeastern United States elemen-
tary school volunteered to participate in the study when it was offered
to all Title 1 parents. Their children are assigned to Title 1 for
reading tutorials on the basis of teacher recommendations and scoring at
least a half grade below grade level on a measure of reading achievement.
Eleven parents of 10 children volunteered for the intervention group and
11 parents of 11 children were assigned to the control group.
The dependent variables were measured in the following manner:
classroom behavior was assessed by administering the Devereux Elementary
School Behavior Rating Scale to the children’s classroom teachers; aca-
demic achievement was assessed using the Gates-MacGinitie Reading Tests,
children’s self-concept was measured by children’s responses to
the
vii
McDaniel-Piers Young Children's Self-Concept Scale; children's locus
of control was measured by children's responses to the Pre-Primary
Nowicki-Strickland Internal-External Scale; changes in the children's
behavior at home were measured by administering the Adlerian Parental
Assessment of Child Behavior Scale to parents. The same measures were
administered to teachers, children and parents for the intervention and
for the control groups. All of the measures were administered pre- and
post-treatment in February and ten weeks later in April except for the
reading tests which were administered in September and again in May.
A t-test of the differences between means of the pre-test and of
the post-test scores between intervention and control groups was per-
formed as well as the difference between pre- and post-test means within
each group. Analysis of the data showed that there were no statistical-
ly significant differences for any of the variables.
In addition, intervention group parents responded to a post-test
questionnaire and to an eight-week follow-up interview. All parents
reported perceiving changes in their own and in their children's behav-
ior at home and some of them perceived changes in their children's be-
havior at school.
Suggestions were made for further research: (a) adding follow-up
measures, (b) initially selecting a larger population from which to seek
volunteers for parent education, (c) using other measures for assessing
teachers' and parents' perception of child behavior, and other means of
assessing reading achievement.
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CHAPTER I
STATEMENT OF NEED
Introduction and Statement of Problem
The purpose of this study will be to examine the effect of parental
participation in a Systematic Training for Effective Parenting (STEP)
(McKay, 1976) group upon the classroom behavior and reading achievement
of those parents’ Title 1 children. Three other questions will be exam-
ined in order to investigate the effect of antecedent perceptions upon
any changes which may take place. Those questions are concerned with
parental perception of child behavior, and with the self-concept and lo-
cus of control of those same children. An experimental and a control
group will be compared.
The group will be facilitated by a parent educator. Parents will
have an opportunity in the workshop to acquire skills and attitudes con-
cerned with interpersonal relationships in the family.
The STEP program, based on the principles of Alfred Adler, will be
the basic curriculum for the parent education workshop. The seven skills
in the STEP program which are to be presented to parents include: (1) to
diagnose the goals of their children's misbehavior, (2) to apply natural
and logical consequences, (3) to consistently encourage their children,
(4) to hold democratic family meetings, (5) to let their
children know
that they understand how they feel, (6) to say what they themselves
feel
without attacking the child, (7) to solve problems together
with the
child.
1
2Background of the Problem
Contemporary problems facing parents and children
. A recent discussion
paper espousing parent education issued by the International Year of the
Child (lYC) (1979) indicates two contemporary factors. First, former
methods of child raising require appraisal and, secondly, knowledge of
the psycho-social aspects of child growth is rapidly expanding.
The lYC paper outlines a number of contemporary problems stemming
from economic, environmental and population factors which impinge upon
families in all parts of the world. It cites increasing numbers of ado-
lescent pregnancies among unmarried women who are unready for motherhood,
widespread veneral disease, and growing alienation of young people lead-
ing to increased numbers of illegal acts. The lYC paper is based upon
the premise that parent education can improve relationships between par-
ents and children which in turn can make inroads upon some of the soci-
etal problems.
Results of a recent Gallup Poll (New York Times, 1980) testifies to
the complexity of life in the United States. Forty-five percent of the
1,592 adults interviewed across the country believe that family life has
deteriorated since the mid-sixties. The three factors they believe to
have contributed the most to the decline are in order: alcohol and drug
abuse, a decline in religious and moral values, and poverty.
The family itself is predicted by a three-year demographic study at
Harvard and the Massachusetts Institute of Technology (New York Times,
May 1980) to be undergoing rapid change, including an increase
of the
number of women who will be working full-time, instead of
part-time, to
3meet economic needs of family survival.
Over ten years s-go, the question, "What has happened to break, down
the myth that mother (or father) knows best?" was posed in a book (Auer-
bach, 1968, p. 6), published with the cooperation of the Child Study As-
sociation of America. The surmise was made that geographic and social
mobility have led to isolation of young families. Even earlier, a soci-
ologist at the Russell Sage Foundation (Brim, 1959, p. 17) in a book on
parent education, cited the breakdown of cultural traditions which lead
to increased autonomy for women. Young mothers began to establish fami-
lies many miles away from their own parents and to associate with other
young women with child training traditions different from their own.
It remained for an eminent figure in human development and family
studies (Brofenbrenner
,
1977) to present forceful testimony in regard to
factors in society which have led to widespread need for parents to take
their job of raising children more seriously. Brofenbrenner writes that
parents have little assistance with child care in the face of increasing
need for it. Such need is created by two factors: (1) only four per-
cent of families have more than two adults living with them: (2) 39 per-
cent of mothers with children under six are working. He also notes that
one out of six children under 18 live with one parent.
Brofenbrenner claims that many parents are too occupied with their
own careers and social lives to offer their children the warmth and at
tention they require. As a result, he maintains, many young people
watch television to excess, are lonely, or join counterproductive peer
groups. Brofenbrenner cites some statistics. One out of every nine
teenagers is expected to be apprehended by the law by the age
of 18 and
4the suicide rate among young people from 15 to 19 years of age has tri-
pled in less than 20 years.
The lYC discussion paper (1979, p. 13) provides an encompassing def-
inition of the word "parent". It is: "From the child's perspective, any-
one who exercises parental functions or responsibilities is a parent."
These people may be natural parents, voluntary or appointed guardians or
foster parents, an older sibling, or a grandparent.
History of parent education . While there is a current renaissance of
interest in parent education in the face of mounting societal problems,
notions of training parents to a variety of ends is anything but new.
A survey of parent education (Brim, 1959, pp. 321-349) systematically
traces parent education through the years, starting with attention given
parental duties by Plato in his "Republic".
Other exhortations are echoed down through the corridors of history
up to 1815 when the first mother's group met on this continent, in Port-
land, Maine, to discuss childrearing problems. Before the end of the
century, the Child Study Association of America, which is still in exis-
tence, had been founded. From the beginning it advocated child study
groups for parents.
Organizations sponsoring parent education proliferated during the
twenties and early thirties. During that era, the noted philosopher,
John Dewey (Gordon, 1977) promoted parent education groups. Generally
speaking, the movement tapered off during the depression of the late
thirties
.
A major study was sponsored by the Institute of Child Welfare at
5the University of Minnesota between 1926 and 1932, and was re-published
three decades later (Davis & McGinnis, 1967). The researchers studied
changes in attitude toward 50 child behaviors on the part of parents at-
tending 465 separate study groups throughout Minnesota.
The study also documented the characteristics of mothers attending
the study groups. Major results were: (1) Parents considered problems
to be more serious in children 9 to 15 years than in children of five
years, and parental attitudes toward those problems were more fixed;
(2) most problems were considered less serious following instruction.
No uniform instruction was used.
Following the end of World War II interest in parent education was
revived. A landmark study in parent education was conducted between 1956
and 1960 (Hereford, 1965) in Austin, Texas. Members of 903 parent study
groups filled out a research questionnaire pertaining to changes in them-
selves and their children resulting from attendance in parent education
groups. Results showed positive change in parental attitudes as a result
of attending a parent study group and children improved in classmate re-
lations (pp. 136-137).
The Parent Teachers Association (PTA) rose to prominence in the
field of parent study groups (Brim, 1959) . Brim listed three dozen non-
governmental organizations involved in a variety of kinds of parent edu-
cation during the late fifties. During the forties and fifties the fed-
eral government started funding parent education on a fairly large scale
(Brim, 1959). In 1965, under the War on Poverty banner, a spate of pro-
grams, of which Head Start is the best known, were funded in the first
6large-scale government effort to aid parents since the establishment of
the Children's Bureau in 1913 (Gordon, 1977). The first longitudinal
research studies measuring the developmental effects of intervention
were established at that time. These studies were conducted on such pro-
grams as Head Start, Home Start, Parent Child Development Centers, Title
1, and Follow Through.
In 1977, Joseph Califano, Secretary of the then Bureau of Health,
Education and Welfare, enunciated an emerging policy of offering support
to families instead of removing children from unsatisfactory homes. At
that time, the Office of Child Development, now called the Administration
for Children, Youth and Families, continued to support parent education
in at least three of its programs, including Head Start (Gordon, 1977).
Another perspective concerning parent education comes from Gordon
(1977). He cites two mainstreams. One was a middle-class movement, in
force up through the thirties. A second one was intended to help immi-
grants to acculturate to American expectations. Two strands re-emerged
during the sixties as two components of a strong movement, with middle
class parents moving toward psychotherapeutic concerns and the other
branch moving toward concern for the welfare of persons outside of the
mainstream. Governmental programs cited by Gordon fall almost exclusive-
ly into this second category.
Rationale for parent education . Enhancement of parental competence is
cited by Dunlop (1980) as a major rationale for government funding of
parent education. Underlying assumptions include: (1) the efficacy of
instructing parents in child rearing techniques to overcome the made-
7quacies of their ovm upbringing or perspectives; (2) the efficacy of
providing parents with a body of wisdom validated by research. Dunlop
claims that it remains for either of these assumptions to be proved or
disproved.
Whether or not parental instruction is efficacious, it is original-
ly based on the premise that parents have an effect upon their children's
development. Davis (1979) claims that current research clearly shows
that children's psychological development is strongly affected by the
care their parents give them. He cites Kenneth Keniston and the Carnegie
Council on Children report (1977) as substantiating the claim that par-
ents do indeed play a critical role in determining the fate of their
children.
DeRosis (1970) points to a simpler society in which parents may
have better kno\^n how to allow their children to grow into the indepen-
dence required for survival. The large numbers of disturbed children
found today would indicate that maternal love and instinct alone are
frail vehicles for raising children to cope with the complexities of to-
day's survival. Parent education, she believes, is all but mandatory.
Definition of parent education . Parent education has sailed under many
definitions. An lYC discussion paper (1979) states that concerns such
as weaning and toilet training of an earlier time are no longer of par-
ticularly consuming interest today. Croake and Glover (1977) acceptably
define parent education for the purposes of this paper, ihey state its
concerns as follows:
Child development norms , general personality and
8functioning, child rearing techniques and situa-
tions, methods of discipline, emotions and their
expression, interpersonal communications, parent-
child relations, practical advice, and theoreti-
cal approaches.
Croake and Glover see parent education as drawing its chief susten-
ance from counseling, psychotherapy and education with any given approach
reflecting the leader’s theoretical beliefs about how children should de-
velop and how parents can best aid in that development. No universally
agreed upon method exists.
Today, the authors continue, "parent education and group methods in
parent education are practically synonymous." The terms "parent groups"
and "parent study groups" are most common. Auerbach (1968, p. 4) adds
"family life education" as being an almost synonymous term.
Children are not included and most parents attending such groups
prove to be mothers. Croake and Glover also comment that most parent ed-
ucation programs are developed for parents of younger children, with rel-
atively few aimed at parents of high school students.
Format for parent education . Parent education normally takes place in a
group or workshop. A facilitator generally meets during a given number
of weeks, with a typical range of from four to ten weeks and typical
group size of from eight to 25 parents. Current tendencies are away
from the support group with the open-ended tenure and agenda. Parents
are usually asked to read books or hand-outs and to discuss application
of the principles they are learning in their relationships with their
children. Parents are asked to read, to practice new behaviors at home,
and to discuss their reactions and experiences
.
9Prevention contrasted with therapy
. Parent education groups are gener-
ally seen as helping in prevention of problems, but the line between pre-
vention and therapy is not easy to draw. Taylor (1978) makes the dis-
tinction between "growth" groups and "therapy" groups. Parent education
groups fall into the former category. The following chart serves to
highlight the differences. Taylor cites:
Growth groups
Volunteers interested in enhanc-
ing growth potential.
Leader facilitates discussions
on learning experiences and com-
munication skills . Cognitive
and affective content.
Sequentially planned but flexi-
ble according to growth needs
and desires of group. One to two
hours per class period with num-
ber of weeks planned in advance.
Therapy Groups
Members considered dysfunctional
in some aspect of self or inter-
personal relationships.
Therapist facilitates, supports,
or confronts, according to needs
and problems. Group interaction
is aimed at specific needs
,
aware-
ness, problems, and skills.
Specifically planned to alleviate
particular problems and re-orient
members' lives. Two to 4 hours
per session for several weeks or
as needed. (p. 6)
However, upon closer Inspection, differences between growth or par-
ent education and therapy groups begin to blur. While it is true that
parents usually volunteer to join a parent education group, it is often
because they consider their children's behavior, rather than their own
behavior, to be dysfunctional. Group intervention in a parent education
group is also aimed at specific needs, awareness, problems and skills,
but the sequence is typically based on the curriculum rather than upon
the immediate needs of a participant. Parent education groups can also
alleviate particular problems and re-orient lives of members, but par-
ents are asked to learn the skills which may alleviate particular prob—
10
lems in a given sequence.
A parent's inmediate problems with child behavior may be addressed
more quiclcly in a therapy group for parents than in a parent education
group. The former addresses problems as they arise while the latter
typically addresses problems as they are addressed by the curriculum.
Another difference in the two kinds of groups may reside in the se-
quence of cognitive and affective learning. In a therapy group, parents
first work on their feelings and may later learn reasons for which a new
approach made them feel better. In a parent group, parents first learn
a new skill and try it out with their children. If they decide to in-
clude it as a permanent part of their repertory, their feelings toward
themselves and their children may change.
Prevention and human potential . While some parents join a parent group
for therapeutic reasons, others join for reasons of prevention. Parents,
particularly those of young children, may join a parent group even though
they are experiencing no immediate problem. Auerbach (1968, pp. 8-9)
believes that although some parents join because they want to do a gen-
erally effective job of raising their children, most of them attend be-
cause they feel inadequate in the face of usual problems in child-raising
or because of a temporary crisis in the family.
Geoffrey Esty (1967) , speaking for forces supporting the concept
of prevention, coined the phrase, "Speciality of wellness" and earlier
Abraham Kardiner (1958) stated that "the greatest responsibility of
psychoanalysis lay in 'prophylaxis'." Pragmatic considerations are al-
so offered in support of preventive parent education. In a letter ad-
11
dressed to the White House Conference on Families (Coates, 1980), the
American Psychological Association takes this stand:
Given our current training capabilities and resources,
we will only be able to train about 36 percent of the
number of child clinical psychologists to work with
children who experience developmental difficulties and
their families . ’
The American Psychological Association (1980) further states:
The focus of our Nation's health efforts is increasingly
being directed away from a primary concern for the
management or cure of diseases toward a more compre-
hensive strategy to prevent disorder.
Other persons go beyond considerations of prevention as they look
toward parent education as a means of developing a high degree of poten-
tial among young people. An lYC position paper (1979) states:
Children and young people of today need to be furnished
with analytical, decision-making and critical skills
which will enable them to become fulfilled, responsible
and discerning individuals, family members and citizens.
Parent education and scholastic achievement . Gordon (1977) cites studies
in the United States and in other countries showing the influence of the
family upon academic achievement. Four out of seven variables common to
all of the studies concern skills and attitudes presented to parents in
parent education groups. They are: (1) Parents see themselves as teach-
ers of their children; (2) They talk with them, not at them; (3) They
sit around the dinner table and share and plan; (4) ihey listen (p. 75).
George Gallup writes in a report of the Ninth Annual Gallup Poll
(]_977), stressing the influence of home factors upon school performance,
and ventures a prediction that "It is probably no exaggeration to say
that the next great advance in education will come when parents and
12
teachers work as a team, with parents taking full responsibility for
problems that arise in the home." In 1976 more than three out of every
four adults polled approved of offering courses to parents through the
schools and an even larger number of parents supported the suggestion
offered by the Gallup Poll. Many of the topics suggested for parent dis-
cussion groups sponsored by the schools can be addressed by learning
skills of the kind taught in parent education workshops such as the one
with which this study is concerned. The first six of a list of 16 poten-
tial concerns on the part of parents of children 12 years old and young-
er can be addressed by workshops similar to the one which will be de-
scribed in this study. They are: (1) what to do about drugs, smoking,
use of alcohol; (2) how to help the child set high achievement goals;
(3) how to develop good work habits; (4) how to improve the child's
school behavior; (5) how to improve the child's thinking and observation
abilities; (6) how to deal with the child's emotional problems.
Exactly the same concerns are listed among the first ten concerns
of parents of youths 13 to 20 years of age. A seventh concern is "how
to improve parent/child relations".
The list of parental concerns closely parallel those of teachers
and administrators faced with a mandate (Arnold, 1978, p. 364) to edu-
cate many young people who are not interested in learning. School coun-
selors are hired to address such problems. High school counselors are
typically assigned hundreds of students with the time-consuming respon-
sibility of helping them with course decisions and with college plans.
A single counselor employed by one elementary school may be asked to per-
13
form the impossible task of assisting children with behavior problems in
schools serving hundreds of children.
Such counselors have a choice of spending their limited time work-
ing with individual children, in training teachers in interpersonal
classroom management skills, or in training parents in interpersonal
skills. In each of these cases, a counselor can reach more people dur-
ing a given length of time by working with multiple persons in a group.
Only by working with a group of parents can a counselor directly
affect the portion of a child's life lived beyond the school walls.
^'Jhen children first walk through the school door, they have already lived
four or five crucial, formative years beyond the school's influence.
Even during a given calendar year, children spend less than a fifth of
their waking time in school. It would thus appear that children's rela-
tionship with parents at home would strongly influence their behavior at
school.
Lamb and Lamb (1978, p. 9) support this view. They state, "A trou-
bled child exemplifies a troubled environment." Andronico (Guerney,
1969, p. 374) tacitly agrees as he states that working with parents can
reduce school problems.
Looking back, the idea of schools helping parents help their chil-
dren dates back at least to 1922 when Alfred Adler initiated the first
of what was to be 28 family education centers in Vienna, Austria schools.
At these centers, parents came to learn from watching other families be-
ing counseled. Later, such centers were established in the United States
(Corsini, 1973, p. 37), but not necessarily in conjunction with schools.
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The Gallup Poll results showed parents interested both in improving
their children's behavior and in helping their children's classroom
achievement. Swift and Spivack (1969) assert that underachievement in
the classroom "must be seen as the inability of the total child to adapt
to an environment in which he spends a great deal of his waking hours"
(p. 104).
They suggest that teachers should emphasize "academically related
classroom behaviors and those facets of student-teacher interaction that
facilitate positive behaviors" (p. 104). It stands to reason that im-
proved parent-student interactions at home would have, if anything, a
greater effect upon the child's behavior at school, because of the great
home influence upon a child's behavior.
State and federal governments have recognized the close relation-
ship between home and school life in helping children with special needs
to control their behavior and to learn. Massachusetts was the first
state to pass laws requiring parental involvement in determining chil-
dren's educational plans (General Laws, Chapter 766). The federal gov-
ernment followed (PL-94-142)
.
Portions of the goals formulated by the Task Forces on Educational
Goals for Massachusetts in 1971 could serve equally well for goals of
parent education workshop under study here:
Physical and Emotional Well-being - Education should
contribute to the learner's physical and emotional
well-being, especially to a sense of personal worth
and to a capacity for influencing one's own destiny.
Basic Communication Skills - Education should develop
in each learner the basic skills needed for communi-
15
catilon, perception, evaluation, and conceptualization
of ideas.
Parent education workshops help parents assist children to learn
skills and attitudes to use in all situations, including the classroom.
Issues to be Addressed in this Study
The purpose of this study will be to examine the effect of parental
participation in a Systematic Training for Effective Parenting (STEP)
group upon the classroom behavior and reading achievement of those par-
ents’ Title 1 children. Three other questions will be examined in order
to investigate the effect of antecedent perceptions upon any changes
which may take place. Those questions are concerned with parental per-
ception of child behavior, and with the self-concept and locus of control
of those same children. An experimental and a control group will be com-
pared.
Measure 1 . Will parents perceive their children's behavior as hav-
ing been affected by the completion of a 10-week STEP workshop? Will
perceptions of parents who do not attend the STEP workshop differ from
those of parents who attend the workshop? Parental perceptions will be
measured by means of the Adlerian Parental Assessment of Child Behavior
Scale (APACBS)
.
Measure 2 . Will the way children perceive their own locus of con-
trol be affected by completion of a 10-week STEP workshop on the part of
their parents? Will perceptions of children whose parents do not attend
the STEP workshop differ from those of children of parents who attend
the workshop? Children’s perceptions will be measured by means of the
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Pre-Primary Nowicki-Strickland Internal-External Scale (PPNSIE)
.
Measure 3. Will the way children perceive their own self-concept
be affected by completion of a 10-week STEP workshop on the part of their
parents? Will perceptions of children whose parents do not attend the
STEP workshop differ from those children whose parents attend the work-
shop? Children’s perceptions will be measured by means of the McDaniel-
Piers Young Children's Self-Concept Scale.
Measure 4 . Will teachers' perceptions of children's classroom be-
havior be affected by completion of a 10-week STEP workshop on the part
of their parents? Will teachers' perceptions of children whose parents
do not attend a STEP workshop differ from perceptions of children whose
parents attend the workshop? Teachers' perceptions will be measured by
means of the Devereux Elementary School Behavior Rating Scale (DESBRS)
.
Measure 5 . Will children's scores on a measure of reading achieve-
ment be affected by completion of a 10-week STEP workshop on the part of
their parents? Will scores of children whose parents do not attend the
workshop differ from scores of children whose parents attend the work-
shop? Scores will be measured by means of the Gates-MacGinitie Reading
Test
.
Differences for all questions will be measured pre- and post- 10-
week STEP workshop for the intervention and control groups.
Questionnaire and interview . Parents in the intervention group will also
respond to a post-questionnaire the last evening of the parent study
group and to an interview eight weeks following the group's completion.
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Description of the study . Parent study groups will be offered to par-
ents of children in a Title 1 program as part of the regular school of-
ferings. Only children who tested at least a half a grade below grade
level in reading achievement are eligible to participate in Title 1. A
of parents who are willing to join a parent group or who
are favorable toward parent education will be established. The school
psychologist and Title 1 director are interested in assessing the ef-
fects of parent education upon Title 1 children.
Parents, children and teachers will be tested immediately before
parent education groups are started and immediately after they are com-
pleted. Reading achievement measures are the only exception. Title 1
children are tested at the end of September and again during the middle
of May, six weeks following completion of the parent education group.
In order to determine whether any changes take place in the chil-
dren, five dependent variables will be measured: the parent's percep-
tion of child behavior, the child's perception of self-concept and of
locus of control, the teacher's perception of the child's behavior, and
reading achievement scores.
Summary
Problems facing parents and children who make up the family are
manifest. Parent education has been advocated since early history as
a means of addressing societal problems. Parent education groups have
met in this country since the mid—nineteenth century. They enjoyed a
resurgence of popularity during the twenties and again during the late
18
sixties and seventies. Interest in parent education shows no signs of
abating at this time.
Parent educators have traditionally focused on a number of develop-
mental and health issues. During the sixties, they began to borrow from
psychology as parents were taught the relationship of changes in their
behavior to changes in their children's behavior.
The efficacy of parent education has not been proved by researchers,
but the strong effect of parental child—raising techniques upon their
children has been established by research.
Parent education is seen as preventive as contrasted with therapy
groups which are seen as remedial, and yet distinctions are not entirely
clear cut. Lack of trained therapists has prompted some psychologists
to turn to parent education to help the large number of troubled chil-
dren found in today's society. Others see parent education as a means
of helping large numbers of children to better realize their potential.
Several factors point to potential in parent education for amelio-
rating problems in classroom behavior. The factors are: parental will-
ingness to learn how to bring about improved behavior in their children,
limitations of the time counselors in schools have available to work
with individual children, the strong effect of parental behavior upon
child behavior, and the effect of positive classroom behavior upon class-
room achievement.
This study is concerned with the impact of parent education upon
classroom behavior and classroom achievement. Measures of parental per-
ception of child behavior, and of children's locus of control and chil-
dren's self-concept are also used.
CHAPTER II
REVIEW OF LITERATURE
Description of parent education
. A number of parent education books and
programs have been published during the past decade. Tavormina (1974)
suggests that they fall into two categories: (a) the behavioral ap-
proach which focuses on overt behavior; (b) the reflective, stressing
feelings. Although distinctions are not always entirely clear-cut, the
categories serve a useful purpose. Of the four most popular parent edu-
cation programs named by Brown (1976)
,
one is behavioral and three are
reflective.
The behavioral program cited by Brown is Responsive Parent Training
Program . Other frequently used behavioral books written for parents are
Families (Patterson, 1977)
,
Living With Children (Patterson & Gulllon,
1977) and Parents are Teachers (Becker, 1971) . All three books are pro-
grammed, with spaces for parents to test their learning at frequent in-
tervals. They are being instructed in the application of a scientific
approach to managing their children's behavior.
The reflective approaches cited by Brown are Reality Therapy
(Glasser, 1965), used in a Glasser workshop. Parent Effectiveness Train-
ing (Gordon, 1975), and Children: The Challenge (Dreikurs, 1964) which
is cited as a representative Adlerian book. Adlerians also use A Par-
ent's Guide to Child Discipline (Dreikurs & Grey, 1970), Raising a Re-
sponsible Child (Dinkmeyer & McKay, 1973), and Systematic Training for
Effective Parenting (STEP) (Dinkmeyer & McKay, 1976), which was used in
this study.
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Another psychologist using the reflective approach is Haim Ginott,
author of
_Between Parent and Teenager (1969) and Between Parent and
(1971). Liberated Parents/Liberated Children (Faber & Mazlish,
1974) is based upon experiences in a parent group led by Haim Ginott.
Tavormina (1974) states four goals common to reflective parent ed-
ucation:
(a) understanding the child's needs at various
stages of growth; (b) examination of what group
members expect of themselves as parents; (c) a
focus on feelings within the parent-child inter-
action; and (d) recognition of the children as
reacting and feeling individuals. (p. 828)
The goals and content of STEP, P.E.T. and Ginott will be explored
in the following sections.
Goals and content of STEP . STEP is based upon the psychology of Dr.
Alfred Adler and of his disciple, Dr. Rudolf Dreikurs
. Its purpose is
to help parents learn to apply Adlerian principles to their relation-
ships with their children.
STEP is based on the Adlerian premise of social equality. Adler
espoused the "Ironclad logic of social living" (Dreikurs, 1971, pp. ix
and x) that an autocrat or a group attributing superiority to itself
could not last for long. He believed that the ironclad logic governs
all interactions between humans as strictly as the law of gravitation
governs physical bodies.
Rudolph Dreikurs, who applied Adlerian concepts in treating chil-
dren in the United States, defined "social interest" as meaning that a
person has "something in common" with other people and a sense of being
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one of them" (1953, p. 4). In treating children brought to him for
consultation, he regarded a lack of adequate social interest to be at
the base of their inability to adapt (Ansbacher & Ansbacher, 1956, pp.
384-385)
.
According to Dreikurs, the best way to establish social equality in
children is to treat them in a spirit of equality. He writes "Equality
means that people, despite all their individual differences and abili-
ties, have equal claims to dignity and respect" (Dreikurs, 1964, p. 8).
The first pages of STEP are devoted to this concept of equality along
with the concept of people treating each other with dignity and respect.
When children are encouraged to handle those aspects of their lives
that they are able to handle at each stage in their growth, parents are
showing respect for children’s abilities. Parents can also show respect
for children by allowing them to learn from their mistakes when a mis-
take is not likely to lead to physical harm. Parents can also show re-
spect for themselves by refusing to allow children to act in ways which
infringe upon their own rights (Dinkmeyer & McKay, 1976, pp. 25-26).
STEP thus has as its goals for parents:
1. To help children feel that they are significant members of
their families
.
2. To learn to regard children as equals to adults in human worth
and dignity.
3. To help children as they grow to feel capable of taking respon-
sibility for handling each portion of their lives as soon as they are
old enough to do so.
22
The skills taught in STEP are all in the service of the three
goals. They are:
1. To diagnose the purpose of a child's behavior (Dinkmeyer &
McKay, 1976, p. 8) and reflect the Adlerian premise that behavior serves
a purpose. Dreikurs (1963, p. 11) writes, "All living things move, and
every movement must have a goal."
2. To learn to encourage the child. Dreikurs writes, "Encourage-
ment is one of the most essential factors in all corrective endeavors,
since every deficiency is based on discouragement" (Dreikurs, 1967, p.
62) . Parents can help children feel a part of the social order of the
family by letting them know that their efforts are appreciated. Chil-
dren can be encouraged by recognizing their efforts and by demonstrating
faith in their ability and courage to try new things (Dinkmeyer & McKay,
1967, pp. 36-39). Having good times with children is an important in-
gredient of encouragement. Dinkmeyer and McKay (1967, p. 11) advise
parents to spend time each day engaged in activities that both parent
and child enjoy.
3. To learn to help children make choices. Corsini (1973, p. 40)
cites Adler as stating that people make constant choices as they move
through life. Each choice may stem from constructive, participatory
goals of behavior or may stem from their opposite.
4. To learn to allow children to learn from natural or logical
consequences. Dreikurs (1974, p. 102) writes that parents can avoid
conflict with their children by using consequences. In that way, chil-
dren are free to learn from the reality of the expectation of the fami-
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ly and of the larger society in which they live. Dinkmeyer and McKay
(1967, p. 75) stress the efficacy of parental consistency in applying
consequences in order to allow children to make their own decisions as
to how they will behave.
Three other skills taught in STEP are derived from P.E.T. A dis-
cussion of P.E.T. follows in the next section.
Content and goals of P.E.T. P.E.T. is similar to STEP in that it makes
skills that are used by professional counselors and therapists accessi-
ble to parents. P.E.T. is based upon Carl Roger’s client-centered ther-
apy. Corsini (1972, p. 126) states that it is based on a belief in the
human drive toward self-actualization. It holds to the premise that if
the therapist shows "positive regard and empathic understanding" toward
the client, growthful change will take place in the client. The same
premise holds true in all relationships. Gordon (1970, p. 120) empha-
sizes the importance of an "honest, open" relationship between parent
and child. It forms the basis of "a truly interpersonal relationship".
The overarching goal of P.E.T. to develop an open, honest, inter-
personal relationship between parent and child is to be achieved by
means of the parents learning the following skills:
1. To listen in a way that a child knows that the parent knows
how he/she feels.
2. To say how he/she feels without accusing the child.
3. To solve problems together when there is a conflict of need.
Goals and content of Haim Ginott. Liberated Parents/Liberated Children
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(1974) by Adele Faber and Elaine Mazlish reinforces skills taught in
STEP and P.E.T. The two authors attended Haim Ginott's parent educa-
tion groups and wrote about parents in the sometimes painful, sometimes
triumphant process of changing their own behavior.
Haim Ginott (1957) was one of the pioneers in parent education in
this country. He started parent education groups in order to serve the
parents who had previously been put on a clinic waiting list for as long
as a year. He established parent groups of 20 to 25 parents who met
weekly for 90-minute sessions for 10 weeks. Much of the emphasis, as
he reports, was on parents learning to recognize and learning to respond
appropriately to their children's feelings and to their own feelings.
He also reports on techniques parents were taught which were intended
"in times of peace" to reduce "times of stress". He also taught par-
ents "non-critical acceptance and genuine respect" of their children.
Tavormina (1974) summarizes Ginott's major principles: (1) Re-
flecting feelings; (b) Setting appropriate limits; (c) Providing appro-
priate alternative activities.
Rationale for measures . Results obtained from the research measures
used in this study, as applied primarily to Adlerian parent education
and to P.E.T.
,
will be explored in this review of the literature.
First, the rationale for using each of the measures is explored in this
section.
In brief outline, the overall rationale is as follows: If, during
a 10—week parent education workshop in which parents learn to encourage
their children to make decisions for themselves, and to communicate
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Mtionale for PPNSIE . The PPNSIE is the latest in a succession of
children’s locus of control, or Internal-External measures (Battle &
Rotter, 1963; Bialer, 1961; Crandall, Katkovsky & Crandall, 1965). It is
intended to measure, as are the others, the degree to which children per-
ceive themselves as influenced by powers beyond their control, or by
fate, luck or change (Strickland, 1977, pp. 219-220).
If, as a result of a parent workshop, parents can enable their
children to make successful decisions for themselves, rather than nagging
them to do what they want them to do
,
children should come to perceive
themselves as having influence over the results of their actions. They
would then move from an external to a more internal rating on the scale.
The chart indicates that all of the skills taught in STEP and P.E.T. are
intended to increase children’s ability to make decisions for themselves.
A locus of control measure is used in this study for several other
reasons as well. They are:
1. Although locus of control measures are focused upon parent-
child interaction rather than upon the parents’ perception of child be-
havior scale used in this study, findings of a number of locus of con-
trol studies have illustrated parental behavior which is similar to be-
havior that STEP and P.E.T. encourage in parents.
Katkovsky, Crandall and Good (1967) found, using childrens’ Intel-
lectual Achievement Responsibility Questionnaire (lAR) (Crandall et. al.,
1965) and observation of parent-child interactions, that internal con-
trol correlated with parental nurturance, approval and non—rejecting
behavior. Solomon et. al. (1971) observed that fathers of fifth— grade
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children (lAR) encouraged their children to work independently at their
tasks
.
Chance (1972) found that for both girls and boys (lAR)
,
internal
control correlated with mothers’ fostering independence in their chil-
dren at an early age. Loeb (1975) found that parents of internal fifth-
grade children as measured on the Bialer scale (Bialer, 1961) made more
suggestions and directed their children less than parents of externals
did. Wickem and Nowicki (1976) found in using childrens' Pre-School
and Primary Internal-External Scale (PPNS-IE) (Nowicki & Duke, 197A) and
the Nowicki-Strickland Scale (Nowicki & Strickland, 1973), that mothers
of internals reported helping their children to become independent when
they were younger than mothers of externals did.
Gilmor (1976) surmises, "Positive affective interactions with par-
ents are not as relevant or as important to the development of locus of
control beliefs as independence training and other experiences which en-
courage contingency learning" (p. 26). Certainly STEP and Adlerian Par-
ent Study Groups emphasize allowing children to learn from the conse-
quences of their actions whenever possible.
Strickland (1977)
,
in reviewing studies in which adults were asked
to report on the qualities of their own parents, reported that internal
beliefs were related to "a positive, consistent upbringing with approval
for independence striving and few hostile, controlling, or overprotec-
tive behaviors on the part of the parents" (pp* 255-256).
2. Some studies measure the child's school behavior which is also
measured in this study. Strickland (1977, pp. 236-241) reports four
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studies in which internals engage in positive classroom behavior. She
reports that they were found to act competently, persist in their ef-
forts, had better study habits than externals, and collected information
needed to solve problems more efficiently than externals. In STEP and
P.E.T. parents are taught how to enable their children to make decisions
and to encourage them in their positive behavior. As a result, such
children could be expected to exhibit the classroom behaviors listed
above.
3. Some studies measure children's school achievement which is
also measured in this study. Strickland (1977, pp. 237-240) reports that
"Not only do internals appear to work harder at intellectual and per-
formance tasks, but their efforts also appear to be rewarded in that
they make better grades." She cites 11 studies in which internals are
shown to have higher achievement than externals
,
including measures of
reading, math achievement, school grades and grade-point measures.
Children with positive classroom behaviors could be expected to
achieve academically, as the internals did.
4. Gilmor (1978) writes that it appears that internal beliefs are
"most effectively induced by techniques which allow the child to experi-
ence the contingency between his own behavior and the subsequent rein-
forcement" (p. 28).
Much the same experience takes place when children, according to
Adlerian principles, are enabled to make their own decisions and allowed
to experience the consequences of the decisions they make.
5. Locus of control measures have shown to be at least somewhat
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free of social desirability (Strickland, 1972, p. 7; 1977, p. 263) or
the desire on the part of the subject to choose socially desirable re-
sponses. Such responses do not necessarily accord with what the subject
actually perceives or believes.
But, children responding to the PPNSIE questions can't necessarily
guess what the "right" answers might be. For example, the internal re-
sponse to "Does whether or not Mommy and Daddy like you depend on how
you act? is yes', indicating that the child perceives him/herself as
having some influence over his/her parents' behavior. It could be that
children motivated by social desirability, were they aware or sophisti-
cated enough, would reply "no" to that question, indicating that they
feel their parents* love and approval even when their behavior is not
in line with parental precepts. Another question to which a child moti-
vated by social desirability might have difficulty choosing the right
response is, "Are you often blamed for things that just aren't your
fault?" The response, of course, is "no," indicating that the child
senses his/her own influence over parental actions.
Upon completion of a STEP workshop, parents are aware of how their
children would ideally behave according to STEP and P.E.T. theory.
They may wish to make themselves feel good or impress the instructor by
checking off the socially desirable responses. The same is true of re-
sponses which are discussed in the section on self-esteem.
If parents were, in fact, to make the socially desirable responses
on a measure of their perceptions of their children's behavior, instead
of their honest perceptions, it would be impossible to infer a relation-
c
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more effectively with them, (1) then, their children will develop
greater social interest and behave more acceptably in the family set-
ting according to the Adlerian Parental Assessment of Children's Be-
havior Scale (APACBS) (McKay, 1976); (2) then, the children will act
upon the belief that they have control over their own decisions on the
Pre-Primary Nowicki-Strickland Internal-External measure (PPNSIE)
(Nowicki & Duke, 1974); (3) then, the children will report higher self
concept on the McDaniel-Piers Young Children's Self-Concept Scale
(McDaniel-Piers
, 1973); (4) then, the children will be seen by teachers
as behaving better in the classroom on the Devereux Elementary School
Behavior Rating Scale (DESBRS) (Spivack & Swift, 1967); (5) then, the
children will show higher achievement on standardized reading tests
on the Gates-MacGinitie Reading Tests (MacGinitie et al., 1978).
The following discussion indicates ways in which each measure ad-
dresses the goals espoused by STEP and P.E.T.
Rationale for APACBS . The APACBS was developed to assess parents'
perceptions of the way a child typically behaves in 32 typical daily
situations, such as going to bed. A high ra'ting is keyed toward chil-
dren's independent behavior of the sort which parents learn to foster
in STEP workshops (McKay & Hillman, 1979, p. 28).
According to STEP, when parents change their behavior, children
will change theirs. If this premise is correct, parents should find
that their children's behavior improves during the course of the STEP
workshop. Each of the skills taught in STEP is intended to encourage
the kind of behavior which is given a high score on the APACBS.
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ship between children's behavior and their self-esteem, school behavior
or achievement.
In the same way, it is relatively easy for children to guess the
socially desirable responses on the McDaniel-Piers Self-Concept Scale.
Children wishing to appear successful in their interpersonal relations
would have no trouble choosing between "I cause trouble to my family"
and "I behave well at home," regardless of what they may really per-
ceive as the accurate response.
The PPNSIE might tend to control for socially desirable responses
on the part of either the parent or the child. If either parent or
child includes socially desirable responses to either of the two mea-
sures mentioned above, some doubt would be thrown upon the responses if
the child persists in external beliefs. Amid the mysteries of the re-
lationship between change of behavior and change of beliefs, and the
length of time that change may require, the PPNSIE adds, at best, reason
to question results which appear to run contrary to its indications.
The rationale for including each of the measures used in this study
continues. Data concerning each measure are found in Chapter III.
Rationale for the McDanlel-Piers . Self-concept, which the
McDaniel-Piers Young Children's Self-Concept Scale (McDaniel-Piers,
1973) is designed to measure, is defined (Calhoun, Warren & Kurfiss,
1976) as "the way an individual perceives himself and his behavior, and
his opinion of how others view him". Calhoun and Morse (1977) state
that
:
Shortly after a child becomes aware of his "self"
(usually when he begins to employ expressions such
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as "I", "Me", or "Mine") he learns from experiences
encountered through social interactions with par-
ents, siblings, relatives, or peers what he can or
cannot do. (p. 319)
The authors continue: (a) the nature of these early interactions
have a strong effect upon how the child perceives himself; (b) his/her
degree of success in these early interactions will determine how posi-
tive the self-concept will be.
Such learning from interactions clearly begins at an early age, and
can be expected to be well advanced by the time a child reaches first
grade, the earliest grade at which the McDaniel-Piers will be adminis-
tered in this study. It would also appear that when parents use STEP
and P.E.T. principles, their children will experience social interest in
the family. They can be expected to have the kind of positive experi-
ences that would lead them to report a positive self-concept.
Others point to what they see as a major flaw in self-concept mea-
sures (Combs, Soper & Courson, 1963). They claim that what are often
called self-concept measures are actually self-report measures. Self-
concept is what people actually believe about themselves while self-
report is what they say they believe about themselves.
Combs, et al. state that a number of factors affect how closely
the self-report approximates actual self-concept. The factors are
peoples* degree of self-awareness, ability to express themselves, will-
ingness to cooperate, feelings of adequacy, feelings of freedom from
threat, and social expectancy.
When parents employ skills presented in STEP and P.E.T.
,
children
are theoretically expected to exhibit all of these attributes, with the
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possible exception of social expectancy. To the degree that children
are secure in their sense of belonging in their families, their self-
report would tend to approximate their actual self-concept. However,
children who lack that sense of belonging to the family, could represent
themselves for reasons of social desirability as having higher self-
concept than they really do. This problem of social desirability is
further explored in the section on the PPNSIE locus of control measure.
Rationale for the Devereux
. In the Devereux Elementary School Be-
havior Rating Scale (Spivack & Swift, 1967) teachers rate children's
classroom behavior on 47 items which are grouped into 11 clusters;
classroom disturbance, impatience, disrespect-defiance, external blame,
achievement anxiety, external reliance, comprehension, inattentive-
withdrawn, irrelevant responsiveness, creative initiative and need for
closeness to teacher. Three other items are scored singly: unable to
change, quits, and slow work. These items are not analyzed in this
study. With the exception of "comprehension", which could for some
children be affected by low intelligence, all of the other factors
would appear to be more closely aligned with the child's sense of being
a significant person in the classroom than with intelligence.
The effect of parents' positive influence on children's behavior
might be seen more clearly by looking at the positive side of two nega-
tive clusters. The opposite side of a child who creates classroom dis-
turbance is a child who cooperates and contributes to the classroom of
which he/she feels a part. According to Adlerian theory children who
show disrespect for the work and for the teacher and are defiant toward
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them would, if less discouraged, develop respect for themselves, their
classmates and their teacher. STEP's goal is to encourage children to
feel they are significant persons in the groups to which they belong:
in this case, to the classroom.
Rationale for the Gates-McGinitie
. The Gates-McGinitie Reading
Tests (Gates & McGinitie, 1965) is designed to yield a normal curve
equivalent score comparing children's reading achievement at three
times — at the beginning, in the middle, and at the end — of the
school year. Results of a vocabulary and of a comprehension test are
lumped into a single score.
It would appear that children who behave as cooperative members of
the classroom would endorse the expectation that learning is a signifi-
cant part of classroom activity. As a result of that endorsement, their
achievement, including their reading achievement, should progress in ac-
cordance with their native ability to learn.
Adlerian and P.E.T. parent education research . A general discussion of
problems inherent in assessing the effects of parent education precedes
a review of Adlerian and Parent Effectiveness Training (P.E.T.) litera-
ture. The review includes the five dependent variables proposed for
this study.
A large proportion of the studies are doctoral dissertations. They
reflect a range of problems, including lack of previous experience on
the part of the researcher, lack of resources, and unwillingness to de-
fer the degree in favor of assessing long-range effects of the treat-
ment .
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Another problem endemic to research concerning the effects of par-
ent education is the fact that the subjects are adults with many re-
sponsibilities who must make constant choices concerning the use of
their time. Particularly when the treatment involves weekly workshops
over a period of six to ten weeks, attrition becomes a problem. Other
factors leading to attrition is the fact that parents are making con-
stant judgments concerning both their own comfort with the premises of
a given parent education model and with its efficacy in regard to rela-
tionships with one or more children.
A variety of decisions and judgments which face the researcher are
reviewed in the following sections.
Who should be assessed ? The parent may be assessed, the child may
be assessed, or the interpersonal relationship between parents and chil-
dren may be assessed (Tramontana, 1980), or the children may be assessed.
A case can also be made for assessing potential effects of parent edu-
cation upon a significant adult or adults beyond the confines of the
nuclear family. It may be a grandparent, a care-giver, a group leader
or a teacher.
No questions arise as to which parent to assess when mothers alone
attend parent education workshops. Often, however, a combination of
mothers, couples, and even an occasional father, attend a workshop. The
effects of parent education upon a child is presumably intensified when
a couple attends. Can the effect upon a child or children of a couple
be appropriately compared with the effects upon a child or children of
persons attending as half of a couple?
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Further, is it appropriate to compare the effects of parent edu-
cation upon a single parent — who alone accounts for most of the par-
ent-child interaction at home — with the effects upon one member of a
couple — who presumably interacts with a child or children in new ways
while the spouse continues to interact in much the same ways?
Is it appropriate to assess the effects of parent education upon a
single target child in the family, or upon all of the children in a fam-
ily? When a target child is chosen in advance of the intervention, the
parent may concentrate upon improving the relationship with that target
child to the detriment of relationships with other children in the fam-
ily. For example, if a parent decides the target child requires addi-
tional attention, the other children may feel excluded; or if the par-
ent decides the target child needs less attention, the parent may focus
undue attention upon other children.
What should be assessed ? Parents may be assessed upon changes in
their own attitudes, knowledge, behavior, or changes in their children's
behavior (Tramontana, 1980). Children may be assessed upon their per-
ception of their own attitudes, abilities or upon perceptions of their
own behavior. Both parents and children may be assessed upon their
perceptions of their interaction. Tramontana (1980) found that in nine
Adlerian and P.E.T. research studies there was no assessment of parent
knowledge, nor of children's attitudes or behavior.
While most parents attend parent education workshops in order to
change their children's behavior, it is impossible to accurately deter-
mine causes of changes in children's behavior if no other measures are
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taken. Confidence in antecedent causes of changes in children's be-
havior is increased as the number of measures is increased.
jLow should assessment be made? Perceptual measures are employed in
almost all Adlerian and P.E.T. research. Perceptions of parents, chil-
dren and significant others can be quickly and inexpensively obtained by
means of pencil and paper measures. Such research, however, is subject
to all of the errors and vicissitudes of human perception. In addition,
the measures themselves often fail to meet rigorous standards for valid-
ity (accurately measuring what they purport to measure)
.
Actual behavior can be more accurately assessed by means of obser-
vational measures. Such measures also have limitations'. They take con-
siderable lengths of time to obtain. If an observer is hired, expense
is added to the research. Their accuracy is also dependent upon human
factors. The observer must be adequately trained and motivated to ob-
serve accurately.
Other questions arise as to whether behaviors observed in one set-
ting, such as in home, school, or laboratory can be accurately assumed
to be transferable to other settings.
When should assessment be made ? The majority of Adlerian and P.E.T.
research employs pre-test measures taken just prior to the start of a
workshop series and post-test measures taken immediately following com-
pletion of the series. The question arises as to whether such a design
provides adequate time for the maximum effects of parent education to
take place. Any of the variables already mentioned in this discussion
could presumably be affected by the passage of time. As a relatively
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simple example, if change of attitude leads to change of behavior, at
what rate do the two relative changes take place? Almost no attempts
have been made to begin to assess the tangled web of the effects of time.
How adequate is the design? Controls on much of the Adlerian and
P.E.T. research are flimsy enough so that it is impossible to general-
ize findings, that is to predict that findings which pertain to the
population upon which the research was performed can be said to be true
of any other populations. Some factors here are: (a) are the subjects
randomly selected? If not, it cannot be said that one subject had as
good a chance of being in the study as any other subject, and findings
cannot be generalized. (b) Are the subjects volunteers? If they are
hand-picked, the question arises as to whether they were chosen with
the expectations of obtaining certain results through the selection pro-
cess. (c) Are the research groups randomly selected? If they are not,
no one subject has as good a chance of being in a group as any other
subject. (d) Is the intervention group, or groups, and the control
group obtained from the same population? If members of some groups are
volunteers and others are drafted, the initial populations are likely to
be dissimilar in their attitude toward parent education. (e) Is sample
size adequately large to perform convincing statistical manipulations?
The effects of attrition diminish the potential for otherwise fairly
well controlled research to adequately predict how other parent groups
might respond to the same parent education. Sample size can also suffer
when inadequate numbers of parents volunteer from out of a seemingly
adequately sized initial pool of similar parents.
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Can findings be relied upon ? Even when the research design is ade-
quate, other factors may influence final results. Some of them are:
(a) Was the parent education related to any changes that were assessed,
or might the experience of being in a group alone influence changes?
The addition of a placebo group, rarely found in parent education stud-
ies, helps to control for the effect of the group experience as such.
If parents had remained throughout a parent education course, perhaps
because they had paid for it, in spite of finding it a negative experi-
ence, the parent might still give it a high rating because of social
dissonance, or the need to justify his/her expenditure of time in the
course. Only the observational measures, rarely found in studies re-
viewed in this study, could control for this, (b) Are measures construc-
ted so that parents can easily detect the "right" answer to questions
because they directly reflect the content of the training? If a measure
is reactive in this respect, some parents may choose the socially de-
sirable response in order to prove that they have ably learned the pre-
cepts, whether or not they perceive themselves as putting them into
practice. Social desirability can be controlled in part by the use of
facilitators who are not the researchers, and by asking subjects to mail
responses to an anonymous address, (c) Are parents and facilitators
aware of the research design? If such is the case, their responses may
be colored by expectations. By keeping all active parties unaware of
the intent of the research, such demand characteristics and experimenter
bias can be controlled for. (d) What kind of Adlerian parent education
is being researched? As compared to the single P.E.T. model, Adlerian
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parent education takes many forms, which cannot be completely equated.
A description of the intervention is required to apprise the reader of
its content, (e) Are negative results considered? Tramontana, et al.
(1980) suggests that parents may apply partially learned concepts which
may have negative influence over certain aspects of their children's
behavior. Such a possibility increases when courses are of short dura-
tion such as a week to several weeks, (f) Are statistical manipulations
adequate? Some studies report tendencies rather than employing more
sophisticated statistical manipulations. More recent studies tend to
employ inferential statistics.
How can parent enthusiasm be assessed ? In spite of lack of knowl-
edge of how to adequately measure results of parent education and of
weaknesses in research design, one persistent finding cannot be easily
brushed aside: the enthusiasm parents often express upon completion of
a parent education course.
Can the enthusiasm itself be a significant and yet elusive factor
which has yet to be harnessed by research? Perhaps by its nature it
can only continue to elude research strategists. It cannot be pragmati-
cally denied as a factor in keeping parents coming to parent education
workshops nor in keeping parent educators involved in their work. It
may also be a factor in the increasing numbers of researchers who turn
to parent education, perhaps to illiaminate the mystery, in spite of the
manifest frustrations of their endeavor.
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Description of the Literature Review
The literature will be reviewed In four separate sections, each
one describing a dependent measure used In this study. Effects of par-
ent education have not been assessed by any locus of control measure.
However a discussion of the relevance of the locus of control measure to
this study Is Included earlier In this chapter.
Studies will be grouped for review In each of the four sections In
the following sequence: STEP, Adlerian Parent Study Groups or Adlerian
Family Counseling Groups, and P.E.T. Had any Glnott study been found
measuring any of the dependent variables used In this study. It would
have been Included. Doctoral studies are Included, but no master’s de-
gree studies.
All studies Including measures of reading achievement are Included
In that section, which appears last, although one to four other measures
Included In this study may be Included In a study which Is reviewed In
the reading achievement section. The same system pertains to each mea-
sure. Measures which assess roughly the same dimensions as those used
In this study are Included.
Most of the literature will appear In tables for easy comparison.
Tables will be followed by a discussion of the literature In each group-
ing. A final summary will cover all of the studies reviewed in each of
the four sections.
Tables include a listing of comments on strengths and weaknesses
of each study. The listing is limited to some of the most commonly used
design features in parent education literature. Unusual features which
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are unique to a given study are included in the discussion of that
study. Only an extremely rare study has a large enough initial pool
of volunteer parents to randomly select parents for participation in
the study, so the problem of the inability to generalize findings is
assumed and not mentioned in each study.
By the same token, it is only in extremely rare cases that the in-
tervention group and the control group fail to be drawn from the same
population. This strength is therefore not mentioned in each study.
Strengths and weaknesses which are noted on the tables are:
Control group. Results of a study can be most accurately in-
terpreted in comparison with results of a group which received no treat-
ment. Assuming the groups are equal, it is possible to assess whether
the treatment affected the results. If, for example, both the treat-
ment and control groups showed significant differences in the same di-
rection, something other than the treatment has affected the results.
2. Pre-tests . Most studied employ the pre- and post-test design.
In the absence of a pre-test, an important measure of comparability be-
tween groups is lacking.
3. Sample size . "Smaller samples will tend to produce less pre-
cise or accurate estimates than larger samples. In other words, the
larger the sample, the smaller the error" (Polit & Hungler, p. 466).
Polit and Hungler point out, however, that large sample size can-
not compensate for faulty design (p. 467). They suggest that "since
with small samples values fluctuate from one sample to the next, that
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a sample size of at least 10, and preferably 20 to 30, be selected for
every subdivision of the data, or cell of the design" (p. 466).
4. Follow-up . Follow-up refers to the effects of time upon the
results of a given measure. Because change may take time, strength can
be added to the findings by establishing follow-up results.
5. Group leader . Does the research serve as group leader? When
a person other than the researcher leads a group, the biases of the re-
searcher are less likely to emerge in the treatment. Danger of social
desirability, or subjects wishing to please the researcher with favor-
able results, is also reduced.
6. New measures . Note is made of the presence or absence of va-
lidity and reliability of measures devised by the author of a given
study.
Table 1
Studies on Systematic Training for Effective Parenting
With Measures of Parental Perception of Child Behavior
Authors & Date
Bauer, M. T. A study of the ef-
fects of . . . STEP upon parental
self concept and assessment of
child behavior, 1977.
Villegas. A. V. The efficacy of
STEP with Chicana mothers, 1977.
Subjects
28 Chicana mothers from a South-
western city who volunteered to
attend 7 of the 9 sessions. Chil-
dren 4-14 years.
90 parents from two school sys-
tems .
Design
Random assignment to 9-week STEP
course (2 hours weekly)
:
1) STEP: N=14
2) Control: N=14
Parents in each school randomly
distributed to a 9-week (14 hours)
course
:
1) Didactic Step: N-31
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2) Process-oriented STEP:
N=33
3) Dreikurs: N=ll
Measures
Pre- and post-tests:
1) Adlerian Parental Assessment
of Child Behavior (APACBS)
2) Parents’ responses : Fitts
Tennessee Self Concept Scale
(TSCS)
Pre- and post-tests:
1) Adlerian Parental Assessment of
Child Behavior (APACBS)
2) Parental Competency Instrument
(PCI)
Findings
1) APACBS significant increase in 1)
parental child interaction at
.05 level of significance. 2)
2) All other hypotheses were re-
jected. 3)
Some subscales of TSCS were ac-
cepted.
APACBS: Mothers' opinion of
child behavior more positive.
PCI: No increase of knowledge
of child development.
Mothers felt favorable toward
increase of knowledge.
Strengths
1) Pre-tests 1)
2) Adequate sample size 2)
3) Random assignment to group. 3)
Control group
Pre-tests
Random assignment to group.
Weaknesses
1) No control group 1) Small sample size
2) No follow-up measures 2) No follow-up measure
3) No indication of group leader- 3) No indication of who led group,
ship
.
Authors
Bellamy, P. K. T. The short- and
long-term effects of STEP on per-
ceived parental attitudes, con-
cerns, and temperament, 1979.
& Date
McKay
,
G . D
.
Whether or not par-
ticipation in a STEP program would
result in positive changes in moth
ers’ perceptions of their target
child’s behavior, 1976.
Subject!
Volunteer mothers of at least one
child two years or older from se-
lected Southern Baptist Conven-
tion Churches in the Dallas area.
Design
Subjects matched on age, educa-
tional level, number and age of
children:
20 middle and upper-middle socio-
economic mothers volunteered in re-
sponse to a letter from the Tucson
school. Target children 3-14 years.
Random assignment to:
1) STEP: N=10
2) Control: N=10
1) 9-week STEP: N=12
2) STEP Handbook: N=10
3) Control: N=10
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9-week STEP course led by mother
(former teacher)
.
Measures
Pre- and post- and follow-up
tests 8 weeks after program:
1) Becker Adjective Checklist
(BAC)
and
2) Taylor-Johnson Temperament
Analysis Profile.
3) Hereford Parent Attitude
Survey
Pre- and post-tests:
1)
Adlerian Parental Assessment of
Child Behavior (APACBS)
Findings
Parent perception of child behav-
ior for the STEP group on the BAC
was same for pre-test and follow-
up tests.
1) One-way covariance for BAC:
follow-up test significant at
the .05 level for "less with-
drawn and hostile" subscale.
2) No other significant differ-
ences found.
APACBS: positive changes in tar-
get children's behavior at .022
level.
1) Control group
2) Pre-test
3) Follow-up measure
Strengths
1) Control group
2) Pre-test
3) Random assignment to group
Weaknesses
1) Small sample size 1) Small sample size
2) No indication of group leader- 2) No follow-up measure
ship 3) No indication of who led group.
3) No random distribution to
groups
.
Parental perception of child behavior .
Table 1 STEP studies. Four step studies (Bauer, 1977; McKay, 1979;
Villegas, 1977; Bellamy, 1979) employ a measure of parental perception
of child behavior. Bauer, McKay and Villegas show positive changes in
parental percpetions of child behavior . Bellamy shows only partially
A5
positive results. Children are seen as less withdrawn and hostile at
the .05 level on the follow—up tests.
Bauer is the only study among them in which results are not weak-
ened by the small number of subjects in each group. McKay includes 10
parents in the STEP group and 10 in the control group, Villegas includes
14 mothers in each group and Bellamy includes 12 mothers in the STEP
group and 10 in each control group. Only Bauer has clearly adequate
numbers of subjects, 90 in all, but the Dreikurs group had only 11 sub-
jects. The results of the Bellamy study are further weakened by lack
of random distribution of subjects to groups, but it does have the ad-
vantage of a follow-up test for the effects of the treatment eight weeks
afterwards
.
Although all of the studies had fairly adequate controls, popula-
tions as varied as Tucson mothers (McKay)
,
Chicana mothers (Villegas)
,
and Southern Baptist church mothers (Bellamy) x^ould each influence the
findings in a different way.
Villegas includes the seemingly ambiguous findings that mothers
showed no increase of knowledge of child development, but they felt fa-
vorable toward their increase of knowledge. Several explanations may
be possible: the instrument may be invalid or unreliable, the moth-
ers may have been in a state of euphoria from the comradeship of the
group or other reasons unconnected with acquisition of knowledge, or
they may not have had sufficient experience in accurately filling out
an instrument. However, feeling favorable toward their newly acquired
knowledge could alone increase their confidence and thus their efficacy
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in their child- rearing practices.
In summary, positive results in three of the STEP studies (Bauer,
McKay and Villegas) are weakened by small populations in McKay and
Villegas. The fourth study, Bellamy, had only marginally positive re-
sults .
Table 2
Studies of Adlerian Parent Study Groups
With a Measure of Parental Perception of Child Behavior
Authors & Date
Freeman, C. W. Adlerian Mother Berrett, R. D. An evaluation of
Study Groups: effects on atti- Adlerian Mother Study Groups,
tudes and behavior, 1972. 1975.
Subjects
36 mother volunteers responding
to letters from two elementary
schools in Eugene, Oregon. Moth-
ers had 66 elementary children.
27 volunteer mothers of children
in a Florida elementary school and
mothers of hearing-impaired chil-
dren in same schools.
Design
Random assignment to groups led
by 12 leaders, experienced in Ad-
lerian Parent Study Groups (APSG)
and Traditional Mothers' Discus-
sion Groups (TMD) : .
1) APSG
2) TMD
3) Control
Random assignment to 10-week Ad-
lerian Parent Study Groups (APSG)
:
1) With pre-test.
2) Control without pre-test.
3) Parents with hearing-impaired
children.
Measures
Post-test
:
1) Children’s Behavior Checklist
(CBC) constructed by Freeman
and
2) Child-Rearing Practices Scale
(CRPS) constructed by Freeman
3) Attitude Toward the Freedom
of Children (ATFC-II)
Post-test and pre-tests as indicat-
ed under "Design":
1) Child Behavior Checklist (CBC)
and
2) Attitude Toward the Freedom of
Children (ATFC-II)
3) Child-Rearing Practices Scale
(CRPS)
Findings
1) CBC: AMS mothers reported sig- 1) CBC: Bothersome behaviors re-
nificantly less bothersome be— duced in hearing-impaired chil—
havior than TMD mothers,
and
2) CRPS: Few significant dif-
ferences evenly divided in
favor of each.
3) ATFC-II; No significant
differences between AMS and
TMD mothers except AMS mothers
were significantly less author-
itarian at the .01 level.
dren only.
and
2) ATFC-II: Experimental mothers
improved.
3) CRPS: Observers said mothers
applying principles.
Strengths
1) No-treatment control. i)
2) Random assignment to groups. 2)
3) Groups not led by researcher.
3)
No-treatment control.
Random distribution to two
groups and not to another.
No-treatment control group.
weaknesses
1) No pre-tests.
2) Random assignment to groups.
3) No follow-up measures.
1) Small sample size.
2) Absence of follow-up measures.
3) No mention of who led groups.
Authors &
Croake, J. W. and Bumess, M. R.
Parent Study Group effectiveness
after four and after six weeks,
1975.
Date
Frazier. F. & Matthes, W. A. Par-
ent education: a comparison of
Adlerian and behavioral approaches,
1975.
Subjects
White middle class parents in 35 parent volunteers responding to
Virginia suburb of Washington, request from mid-west public school
D. C. All volunteers. (Starting with 29 S.).
Design
6-week Adlerian Parent Study
Groups (APSG) led by students:
1) APSG post-tested 4th week:
N=43
2) APSG post-tested 6th week:
N=32
3) Control post-tested 4th
week.
4) Control post-tested 6th
week.
5) Control completing ques-
tionnaire each week: N=8.
Random assignment to groups led
by 2 school counselors:
1) 2 Adlerian Parent Study Groups.
2) 2 Behavioral groups
.
3) Control.
Measures
1) Children's Behavior Checklist Freeman Behavior Checklist (FBC)
and and
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2) Attitude Toward the Freedom of 2)
Children Scale II (ATFC-II)
.
3) Child-Rearing Practices Scale 3)
(CRPS)
.
Findings
1) CBC: No significant changes 1)
for any groups.
and
2) ATFC-II and CRP: group 1 sig- 2)
nificantly greater gains at
the .05 level than groups 4
and 5
. 3 )
3) ATFC-II and CRP : No more sig-
nificant changes than groups
4 and 5.
Strengths
1) Control group. 1)
2) Adequate sample size. 2)
3) Pre-tests. 3)
4) Researcher did not lead groups.
Weaknesses
1) No indication of random dis- 1)
tribution to group. 2)
2) No follow-up. 3)
Attitude Toward the Freedom of
Children Scale (ATFC)
Child-Rearing Practices Scale
(CRPS)
FBC; No significant differences
among treatment conditions,
and
ATFC: Adlerian and parents sig-
nificantly less restrictive
than parents in other two groups
.
CRPS: Adlerian parents applied
principles more frequently, and
showed greater mutuality with
children as compared with par-
ents in other two groups.
No-treatment control.
Random assignment to groups.
Groups not led by researcher.
No pre-tests.
Small sample size for 5 groups.
No follow-up measure.
Authors & Date
Fears, S. L. Adlerian Parent Goula, J. R. The effect of APSG
Study Groups, 1976. with and without communication
training on the behavior of par-
ents and children, 1976.
Subjects
Parents volunteering in response 31 volunteer mothers from middle
to invitation from public school. to upper middle socioeconomic area
of Tucson, Arizona with an identi-
fied child 4 to 11 years. (Start-
ed with 42.)
Design
Adlerian Parent Study Groups
(APSG) with Adlerian hand-outs,
led by school counselor:
1) 4 APSG meetings weekly for
8 weeks (1 hour weekly)
:
N=8 to 24
10 M in APSG group with communica-
tion training.
11 M in APSG group without communi-
cation training.
10 M in control group.
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2) 2 APSG meetings weekly for 4
weeks (2 hours weekly)
:
N=8 to 24.
Measures
1) Pre- and post-test designed
by researcher on parental per-
ceptions of children's behavior.
and
2) Multiple-choice evaluation of
study groups designed by re-
searcher.
Pre- and post-tests:
1) Adlerian Parental Assessment of
Child Behavior Scale (APACBS)
and
2) Mother-Child Interaction Exer-
cise (MCIE)
.
1) Parents perceive positive
changes in children’s be-
havior.
Findings
1) APACBS: No significant differ-
ences among groups
.
2) MCIE: No significant differ-
ences among groups
Strengths
1) Pre-tests. 1 )
2) Adequate sample size. 2)
3) Groups not led by researcher. 3)
4 )
No-treatment control group.
Random assignment to groups.
Pre-tests
.
Groups not led by researcher.
weaknesses
1) No no-treatment control.
2) No mention of random assign-
ment.
3) No follow-up.
1) Small sample size for 3 groups.
2) No follow-up measures.
3) No indication of validity or
reliability of new measures.
Authors
Mullett, W. E. The effectiveness
of counselor and paraprofessional
led APSG using traditional and
non-traditional instructional
methods, 1978.
& Date
Hamilton, R. B. A comparison of
mother’s attitudes and perceptions
using two methods of Adlerian par-
ent education, 1979.
Subjects
73 upper-middle socioeconomic 60 mothers or grandmothers living
parents in Huntington, West in public housing assigned to study
Virginia. by social workers, etc.
Design
Assignment to groups using Ad-
lerian child-rearing concepts,
led by professional and para-
professional leaders:
Auto-tutorial groups:
Met 8 weeks (once a week)
8 - 12 M in APSG Group for 8 weeks.
1) Reading and discussion group.
2) Self-instruction in addition
to reading and discussion.
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Measures
Pre- and post-tests, 2 week
follow-up
:
1) Children's Behavior Checklist
(CBC)
and
2) Knowledge Acquisition Test
(KAT)
3) Attitude Toward Freedom of
Children Checklist-II (ATFC-II)
4) Parents’ Perception Survey
(PPS)
Pre- and post-tests and 4 week
follow-up test:
1) Children's Behavior Checklist
(CBC) .
and
2) Attitude Toward Childrearing
Scale (ATCRS)
.
Findings
1) CBC: Significant differences
for the effect of time for all
parents across groups
.
and
2) PPS: Significant changes in
perception consistent with
Adlerian principles for all
parents across groups.
3) Other results have bearing on
relationships between group
structure and leadership.
1) CBC: Fewer problem behaviors,
not statistically significant.
2) ATCRS: Parent study group most
effective in developing cooper-
ative attitudes toward children,
with mothers of older children
changing the most.
Strengths
1) Pre-tests. 1) Pre-tests.
2) Adequate sample size. 2) Adequate sample size.
3) Follow-up measures. 3) Follow-up measures.
4) Groups not led by researcher.
Weaknesses
1) No no-treatment control. 1) No no-treatment control.
2) No random assignment to groups. 2) No indication of group leader.
3)
No indication of random assign-
ment to groups.
Author & Date
Sellick, S. B. Effects of three
modalities for APSG upon mothers'
attitudes, 1979.
Subj ects
64 Volunteer mothers of Tucson,
Arizona elementary school children.
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Design
Random assignment to Adlerian Parent
Study Groups (APSG)
:
1) l“hour group
,
1 hour consulta-
tion, bibliotherapy in which
mother mailed written responses
to assigned readings every 2
weeks
.
2) 1-hour group and bibliotherapy.
3) Bibliotherapy.
4) Control.
Measures
Pre- and post-tests:
1)
Adlerian Parental Assessment of
Child Behavior Scale (APACBS)
.
Findings
1) APACBS; APSG affects positive
perceptions of target child’s
behavior.
and
2) Variety of cross-tabulations
of effects of treatment.
Strengths
1) No-treatment control.
2) Random assignment to groups.
3) Pre-tests.
Weaknesses
1) Sample size inadequate for
four groups.
2) No mention of group leader.
3) No follow-up measure.
4) No indication of length or in-
tensity of bibliotherapy.
Table 2. Adlerian Study Groups . The nine studies of Adlerian Par-
ent Study Groups (APSG) reported in Table 2 (Freeman, 1972; Berrett,
1975; Croake & Burness, 1975; Frazier & Matthes, 1975; Fears, 1976,
Goula, 1976; Mullett, 1978, Sellick, 1979; Hamilton, 1979) all include
a measure of parental perception of child behavior. Frazier & Matthes
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replicates Freeman in all but a minor detail. Both studies are well
designed except for the inexplicable absence of pre-tests. Each study
reports different results on the Children's Behavior Checklist (Freeman,
1972), a measure of parental perception of child behavior. Freeman
(1972) attracted 36 mother volunteers through a Portland, Oregon school.
Frazier & Matthes (1975) attracted 35 parent volunteers through a mid-
west school. Each randomly assigned subjects to three groups: (1) Ad-
lerian Parent Study Groups (APSG)
; (2) Another kind of parent study
group; (3) Control group. Each used the same measures in a post-test
only design: (1) Children's Behavior Checklist (Freeman, 1971); (2) At-
titude Toward the Freedom of Children Scale (AFTC) (Show & Wright, 1967);
(3) Child-Rearing Practices Scale (CRTS) (Freeman, 1971).
For CBC findings. Freeman reported APSG subjects as having "signi-
ficantly less bothersome behavior than other mothers, which Frazier and
Matthes reported "no significant differences between treatment condi-
tions". In regard to the ATFC, Freeman found subjects "significantly
less authoritarian" at the .01 level, and Frazier and Matthes had simi-
lar results. They reported that subjects were "less restrictive". On
the CRP, Freeman found "few significant differences evenly divided in
favor of each group" while Frazier and Matthes ASG subjects showed
"greater mutuality" than subjects in other groups. It might be expected
that the Frazier & Matthes subjects who showed "greater mutuality" would
have also found differences in their children's behavior, but such was
not the case.
Any of a number of factors may be responsible for the puzzling
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findings. A few of them will be explored: (a) The number of subjects —
36 and 35 respectively — probably fails to provide confidence in the
findings. (b) Lack of a pre-test in each design deprives the research
of certainty as to whether or not the treatment had, in fact, produced
any of the differences. (c) Frazier and Matthes raise an additional
issue. They suggest that researchers have not adequately responded to
the assumption that a change in parental behavior will produce a change
in child behavior. Berrett, with a design of the same adequacy as
fi^3.zier and Matthes and of Freeman, found only the parents of hearing-
impaired children reporting improvement of bothersome behaviors.
Among the other studies reviewed, four (Fears, Hamilton, Mullett,
Sellick) show a positive cahnge of parental perception of child behav-
ior; while two (Croake & Burness, Goula) show no significant changes
among groups. Among those showing a positive change, three (Fears,
Hamilton and Mullett) have marginally adequate designs.
Sellick avoided the design weaknesses of the Hamilton and Mullett
studies, but the intervention cannot be equated with the more usual par-
ent study groups lasting from six to ten weeks. Sellick compared com-
binations of a one-hour study group, one hour of consultation, and bib-
lio therapy. Further, no mention was made of the length or intensity of
the bibliotherapy
.
Among the studies with no significant changes in parental percep-
tion of child behavior, Goula has a well controlled research design,
and a consistent lack of differences on both measures he used. However,
he included no mention of validity or reliability of two measures he
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was apparently using for the first time. Croake and Bumeas used a so-
phisticated control design, but found no significant differences in par-
®^bal perception of child behaviors among groups
.
In summary, the studies in this section offer no convincing evi-
dence as to the effect of Adlerian Parent Study Groups upon parental per-
ception of child behavior, either because of contradictory findings in
studies of both adequate and inadequate design, lack of reliability and
validity data on new measures used, or because of inadequate sample size.
Table 3
Studies of Parent Effectiveness Training
With a Measure of Parental Perception of Child Behavior
Authors &
Dubey, D. R. Training parents of
hyperactive children in child
management: A comparative out-
come study, 1976.
Date
Kaplan, F. K. Parent education
programs: A comparison of the ef-
fects of P.E.T. and H.E.T. on par-
ent social competence, family in-
teraction and child behavior, 1977.
Subj ects
Parents of 44 hyperactive chil- Families drawn from references to
dren. the Child and Adolescent Service
of a county health unit. Problems
with children was reason for re-
ferral.
Design
Assignment to 9-week groups:
1) Parent Effectiveness Training
(P.E.T.)
2) Behavioral Training: Parents
and Teachers (PAT)
3) Control.
Random assignment to four groups:
Parent Effectiveness Training
(P.E.T.) or Human Effectiveness
Training (H.E.T.)
:
1) Half the subjects in P.E.T. or
H.E.T.
2) Other half of subjects in con-
trol and later in P.E.T or
H.E.T.
Measures
Pre- and post- Pre- and post-tests and follow-up
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1) Daily checklist of problem
occurrence.
and
2) Ratings of hyperactivity.
3) Severity of targeted problems.
4) Parental attitudes.
5) Observation of parents and
children in laboratory con-
ditions
.
6) Children's report of parent
behavior toward them.
tests
;
1) Behavior Problem Checklist
(Quay & Peterson, 1975)
and
2) California Psychological Inven-
tory.
3) Wiltwyck Family Task.
4) Follow-up structured interviews.
1 )
2 )
3)
1 )
2 )
1 )
2 )
3)
4)
5)
Findings
Both treatments equally super-
ior to control in reducing a-
mount of daily problem occur-
rence .
and
Both treatments equally super-
ior to control in reducing hy-
peractivity ratings and global
severity ratings of target prob-
lems .
PAT parents rated children sig-
nificantly more improved than
PET parents.
1) No differences between two
treatment programs.
2) Interview showed positive
changes in perception.
No-treatment control.
Pre-tests
.
Strengths
1) Random assignment to groups.
2) Pre-tests.
3) Follow-up measures.
4) No-treatment control group.
Weaknesses
No random assignment. 1) No mention of sample size.
No mention of number of sub- 2) No mention of group leaders,
j ects
.
No follow-up measures.
No mention of who led groups.
No mention of measures used.
Table 3. PET studies . Kaplan (1977) showed positive changes in
perception when parents who had taken both Parent Effectiveness Training
(P.E.T.) (Gordon, 1970) and Human Effectiveness Training (H.E.T.)
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(Gordon, 1972) were interviewed. She points out that those changes can-
not be attributed to the intervention because no pre-test had taken
place. She also points out that the treatments failed to enhance the
functioning of the families on the dimensions of leadership, task be-
havior and decreased disruptiveness as had been hypothesized. The re-
search design was quite adequate.
Each of the families in the study had gone to a clinic seeking help
for an identified child. If problems are extremely severe, they may not
be as amenable to amelioration at the end of a course lasting two months
or so as less severe problems are.
Findings in the Dubey study pose an intriguing question. While
both P.E.T. and Parents Are Teachers (PAT) (Becker, 1971) were equally
superior to the control group in reducing the amount of daily problem
occurrence, PAT parents rated their children significantly more improved
than P.E.T. parents. It may be that the more prescriptive methods
learned by PAT parents for treating problems engendered by hyperactivity
led them to focus on specific behaviors they were successful at improv-
ing. They may have therefore responded more positively than PET parents
whose training may not have helped them see themselves as immediately
effective in a given situation. In any case, the Dubey study appears to
be fairly inadequately constructed.
In summary, the Kaplan study, with a strong design, reported no
differences in parental perception of child behavior. The less adequate
Dubey research produced ambiguous results in regard to parental percep-
tion of child behavior.
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Tables 1 through 3; summary of parental perception of child be-
havior . Among the four Systematic Training for Effective Parenting
(STEP) studies (Bauer, 1977; Bellemy, 1979; McKay, 1979; Villegas, 1977),
nine Adlerian Parent Study Group (APSG) studies (Freeman, 1972; Berrett,
1975; Croake & Burness, 1975; Frazier & Matthes, 1975; Fears, 1976;
Goula, 1976; Mullett, 1978; Sellick, 1979; Hamilton, 1979), and two Par-
ent Effectiveness Training (P.E.T.) studies (Dubey, 1976; Kaplan, 1977)
reviewed in this section, no compelling evidence was found that parents
perceive their children's behavior as being improved when parents parti-
cipate in a parent study group. Studies which reported positive find-
ings on this measure either had a small population or fairly inadequate
designs. One P.E.T. study (Kaplan) reported no differences in parental
perception of child behavior. It is tempting to explain the absence of
change in terms of the severity of the children's problems. Moderately
severe problems allow room for improvement and may be more amenable to
rapid improvement than more severe problems.
It is open to conjecture whether studies with adequate designs and
lack of differences in parental perceptions of child behavior would re-
port some differences in a follow-up measure. It is possible that some
children's behavior changes slowly in response to changes in parental
behavior. It may also be possible that some parental changes in per-
ception change more slowly than children's actual behavior changes.
58
Table 4
Study of Systematic Training for Effective Parenting
With Measures of the Self-Concept of Subjects' Children
Authors & Date
Meredith, R. & Benninga, J. S. Summerlin, M. L. & Ward, G. R.
The effect of STEP upon children's The effect of parental participa—
self-concept, 1979. tion in STEP upon a child's self-
concept, 1978.
Subjects
1) 19 volunteer middle-class par- 45 volunteer parents of Houston
ents of K-2 children scoring elementary school children,
below the mean on a self-
concept scale.
2) 39 children of parents.
3) 25 teachers (another group,
unconnected with parents)
.
Design
Random assignment to; Random assignment to:
1) STEP: 8 weekly groups 1) STEP group for 6 weeks: N=21.
(2 hours per week): N=14. 2) Control: N=24.
2) Control: N=5.
3) Teachers who are parents taking
university course in control:
N=25.
Measures
Pre- and post-tests:
1) "I Feel... Me Feel" Self-
Concept Appraisal (children)
(IFMF)
and
2) Attitudes Towards the Freedom
of Children (ATFC)
3) Parents: F-Scale
Pre-test and 2-month follow-up.
1) Primary Self-Concept Inventory
(PSCI)
.
2) Parent Attitude Survey (PAS)
.
1 )
2 )
3)
Findings
IFMF: No significant differ- 1) PSCI:
ences between the experimental
and control groups.
level
.
and 2) PAS:
ATFC: No significant differ-
ences between pre- and post-
tests for all groups.
F-Scale: Experimental parents
anti-democratic tendencies de-
level.
Significant at the .03
and
Significant at the .0001
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creased at the .02 level.
.01
level difference between exper-
mental and controls.
1 )
2 )
3)
Strengths
No-treatment control.
Random assignment to groups.
Pre-tests
.
1) No- treatment control.
2) Random assignment to groups.
3) Pre-test.
4) Adequate sample size.
5) Follow-up measures.
Weaknesses
1) Small sample size. 1
2) No follow-up.
3) No indication of who group
leader is.
4) Intervention and control groups
are not from similar populations.
Wo indication of who leader was
.
Table 5
Study of Adlerian Parent Study Groups
With Measures of Self-Concept of Subjects' Children
And Parental Perception of Children's Behavior
Authors & Date
Hinkle, D. E., Arnold, C. F.,
Croake, J. W., & Keller, J. F.
APSG: Changes in parents' atti-
tudes and behaviors, and children's
self-esteem, 1980.
Subjects
124 Volunteer parents with at
least one child in grades 1-6 in
local elementary schools.
Design
Assignment to 8-week Adlerian Par-
ent Study groups (APSG):
1) APSG; 8 groups.
2) Control.
Measures
Pre- and weeks 2 , 5 and 9
:
1) Children's Behavior Checklist
(CBC)
.
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2) Self-Esteem Inventory (SEI)
.
and
3) Attitude Toward Child Rearing
Scale (ATCRS)
4) Child Rearing Practices Scale
(CRPS)
Findings
1) CBC: Parents perceived increas-
ing misbehavior until week 5 and
decrease by week 9.
2) SEI; post-test differences sig-
nificant at .01 level.
and
3) No direct relationships between
changes in parental attitudes
and changes in self-esteem.
4) Parents reported that family
atmosphere improved when they
stopped yelling at children.
Strengths
1) No-treatment control.
2) Pre-test.
3) Adequate sample size.
Weaknesses
1) No indication of random assignment.
2) No follow-up measures.
3) Group leader not identified.
Table 6
Study of Adlerian Parent Study Groups
With Measures of the Self-Concept of Subjects’ Children
Authors & Date
Stolzoff, G. H. Parent training
approaches: A follow-up evaluation
of P.E.T., APSG, and behavior modi-
fication, 1979.
Subjects
80 mothers who had previously com-
pleted Adlerian Parent Study Groups
(APSG)
,
Parent Effectiveness Train-
ing (P.E.T.) or Behavior Modifica-
tion (BMod)
.
Design
1) APSG, P.E.T. and BMod mothers.
2) Volunteer control group.
Measures
6-months to 2 years post-tests:
1) McDaniel-Piers Young Children's
Self-Concept Scale
and
2) Attitude Toward the Freedom of
Children Scale (ATFCS)
3) Parental Acceptance Scale (PAS)
4) Parent Training Inventory de-
vised by researcher to assess
parents' knowledge of concepts
taught in each program.
Findings
1) McDaniel-Piers: no significant
differences
.
and
2) ATFCS & PAS: APSG and P.E.T.
parents significantly more
democratic and accepting than
BMod parents.
3) PAS: APSG parents showed sig-
nificantly more acceptance than
P.E.T.
4) APSG parents performed best on
cognitive retention.
Strengths
1) Date drawn from adequate number
of studies.
Weaknesses
1) No variables affecting results
of original studies are known.
Children's self-concept .
Tables 4 through 6: STEP and APSG . Because of the paucity of
Systematic Training for Effective Parenting (STEP) studies and of Ad-
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lerian Parent Study Group (APSG) studies showing the effect upon chil-
dren’s self-concept, the two STEP studies (Meredith & Benninga, 1979;
Summerlin & Ward, 1978) are grouped in this section with two APSG stud-
ies (Hinkle, Arnold, Croake, & Keller, 1980; Stolzoff, 1979).
Summerlin and Ward, and Hinkle et al. show significant increases
in children’s self-esteem, while Stolzoff and Meredith and Benninga
(1979), do not. Beyond reporting results, the four studies are diffi-
cult to compare because each has unique features. The Summerlin and
Ward study is unusually well controlled. The Meredith and Benninga
study is less well controlled. The Hinkle et al. study includes the
feature of establishing the curve of effects during the course of in-
tervention. The Stolzoff study has the feature of six month to two-
year follow-up.
Summerlin and Ward’s results are particularly clear-cut. The fol-
low-up test, administered two months following intervention, indicates
that significant gains in parental attitude were followed by signifi-
cant gains in the children's self-concept.
Meredith and Benninga sought a second control group when the size
of the original control group dissipated. As a result, the treatment
and no-treatment control groups were not from the same population, vMch
makes results less clear-cut than they would otherwise have been.
The Hinkle et al. study offers interesting insight into the ef-
fects of treatment at two different times during the study. The find-
ing that parents perceived an increase of misbehavior until week five
and a decrease at week nine may be at least partially vitiated by the
unknown effect of repeated testings. However, Hinkle et al., made some
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intriguing surmises as to possible reasons for the findings which may
apply to interpretation of other Adlerian parent education research.
They speculate that (1) misbehavior may increase until a certain point
as children react to new parental techniques; (2) asking parents to
think about misbehavior for purposes of responding to measures may ini-
increase their awareness of misbehavior (p. 38). It is also pos-
sible that their awareness of misbehavior is increased by the concentra-
tion of Adlerian parent education upon diagnosing goals of misbehavior
as a preliminary step to improving behavior.
Unlike Summerlin, Hinkle et al. found no correlation between ante-
cedent measures of parental attitudes and child rearing practices and a
measure of children's self-esteem. Hinkle et al. speculate: (1) more
democratically oriented parents might quickly adopt the Adlerian rela-
tionship-building procedures, bringing about rapid changes in their
children by making only minimal changes in themselves; (2) more auto-
cratic parents might require most of the duration of the study group to
adopt relationship-building procedures. They may show changes in them-
selves at the end of the study group, but their children may not have
had sufficient time to respond in a positive fashion (p. 41).
Stolzoff
,
in an ^ post facto study, rarely found in parent educa-
tion studies, wishes to show the effects of three different schools of
parent education upon the parents' and the children's self-concept.
While Adlerian Study Group parents were significantly more democratic
and showed significantly more acceptance of their children, no differ-
ences were shown in children's self-esteem between the three schools of
treatment. Stolzoff speculates that in the absence of knowledge of
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leader characteristics, group process, pedagogical techniques, motiva-
tion of group members in addition to the substantive content of each
approach" (p. 701-B) it is difficult to speculate upon reasons for
group variance.
In summary, two STEP studies and two APSG studies are reviewed in
this section. The strength of Summerlin and Ward's research design and
size of the sample offer compelling evidence that parental attitude and
children's self-esteem both increased as a result of STEP training. On
the other hand, problems with the Meredith and Benninga study may some-
what discount their lack of significant findings concerning the effect
of STEP on children's self-esteem.
The absence of parallel findings between parental attributes and
self-esteem in Hinkle et al.
,
and Stolzoff were less compelling because
of questions revolving around their respective research designs.
Tables 7 and 8; P.E.T. studies . Five P.E.T. studies (Steam,
1970; Williams & Sanders, 1973; Pelkey, 1976; Schofield, 1976; Giannotti,
1978) show increases in children's self-concept resulting from their
parents studying P.E.T. Two other studies (Larson, 1972; Andelin, 1975)
,
fail to show the same increases in self-esteem. It is difficult to
speculate, on the basis of information presented in these charts, why
findings in the Larson and Andelin studies varied from findings in the
other five studies.
Andelin makes an interesting surmise for the lack of positive dif-
ferences in children's self-esteem in his study which offers P.E.T.
principles to children, along with parents, in one of the treatment
Studies
of
Parent
Effectiveness
Training
Which
Show
Increase
in
Children's
Self-Concept
65
H •G
• G G
Cd CO •H
• G
Oi G S>s
G iH m
4-1 CU G a
o G G G
•H G G
G O G
cn G W •H m
oc G G 4-1 G
G -G G •H 1
•H 1—
1
G G 4-C
'G •H G Eb rH
G X! G •H G
•H U G4 X X
pt-i
a
(U
o
0
CJ
1
U 4-t
PLi
C
(U
I
0)
cu
•H t3
G
u ca
a
o
c >+-1 «
00 (U
•rt CO
CO 0)
CO
•O CCJ CO
0) CU O
S j-i a
o o
x: G o
CO -H W
CO
4J
I
G
00 EH E-3
*
X 1 ~x
1
0)
uG U O X Cd G G G 1 1 pH cG G G G i-H rH rG • G 1 •H Q)X fG 00 CL, X G 3 •H G G u X uu
4-1
G • G o G T3 X OO G CO a cQG m G G G G G o G G Q o<G O G G X O G O a G O. 44G G G o 4-1 G <J G 73 •H ”3 o HG G s- G G G 1 d
CJ G a G G G TJ G G G 4-1 G G (0 Ul
•H G o G G 13 G G f—
1
G G 0)
4-C TJ u G. G 3 G G G X G G 3
•H i-H G G G G G U CJ G o
6. •H X i-H •H •H X •H X TJ •H G (JoO X G O 4-1 G G 4-c 3 X G X 03 0
•H o G G •H G G •H X G GX G G G G G G G •H G G G U cG G G 00 G 00 O G G 00 U 0) 0)
o O G O •H G G 'H •H G G G G 0) uz 4H O. o CO •H G. X U G "G CO G 4J "O
CN
G cn X II
o G X o
u II G * II X
1G z o. G z G 1G O G G >yG O X G G GG >, y G G /—
y
G G O
CO G CO O G X G CO G
O G CJ X G CU GX G G 1 N—
/
o X G GG G G G G <r G > G
•H G /—
s
G G G 'a- •H d G
a > G G G G a G *3
X G G a. c/1 o a G X GG G G G •H O G a •HG Tj 00 CO G G G G X
CL. G G G G G •H G CU G o
O o. •H II G > T3 G O G
O G X z G G Q G O X XU G o 'G CO G S '3 CJ w X
CO
'S-
II
z
OU
G
<U
>
G
CO
G
(U
>-i
G
a
a M G
CO CUGan
0) <U 'G cn
G- G rH ^
O G -H II
O CO X 2O W O
G CJ G . O G
O •H O X •H O
O M-l CJ G G O
• • •H • G • G
CU G CU "3 D- G X CU 3 G
3 G • 3 o • 3 G • o 3 O • G •G o G CU O s CU O G a G O S CU G CU
G G a 3 G 3 G a 3 G G 3 a 3
G CJ G O o G O CJ G o G CJ G O G O
a G G O G G G O G G GG • G 00 • •H 00 • G 00 • • ‘H OO G 00
G H G H > H G H H > G
G G G • G G • G G • G G G G
G td 1 O Cd X o Cd 1 O fd Cd X O 1 OH O G G •G • O G • • G •H O G
CU Z G CL< X G CU z G CU CU M G 2 G
/—
y
/—
y
y-^y y ,y—
y
/—s /—
y
y
G CM G CM G CM G G CM CO
3 X
3 GG G
CO 3
GG G •
O CO
G .G s a
G XQ a
G G
G •H 0)
G G O G <m
a 0) G rH r*^
G G CT. •H cr» (1) o^
Z CO G 3 1—
i
p4
O
CiS
TU
I—
I
G
•H
U-t
O
a o>
CO r—
I
1
66
na
(U
3
3
•rlU
c:
o
o
cu
r—
I
X>
nj
H
3
> 1
•
•iH 3H 4J O
•
•rl 3
3 1
• O 44
34 CUrH
3
4-1 na 3
O 3
ja 3
3 •rH3 3 3
oc Ui 4J 3
3 -3 3 00 •
•iH rH 3 3 4J
Ta •iH Ui 3 CU
3 rC 3 x: 3
•iH
Pu
U 3. o O
/“S
rH
3
r 3
3 T3 33 3 r-H
3 Ui • rH CU
}H na 3 XI 3
3 rH rH 3 O
3 •iH 3 3 CJ
3 ja o •iH
3 o CO Ta vO
s
3 4-1 oo
4J •H a 3 44
a Ui 3 •rH O
3 Ul o 3
o 3 3 Ut 3
3 z o 3 3
O 1 u 3
CJ 3 1 r-H na
1 U MH rH
UH 3 rH II •rH
rH •H 3 z -33 CU CO O
CO
rH
na
3
•u
CO
I
3
o
o
D- 4J
3 3
O
o
w
3.
B 3
u o
3 )-i
<U 00
I o
o u
Pl, z *->
CM
H
*s
•H
o
3
3 00
3
•H CTv
O r-l
00
ja
3
H
>4-)
-H
W
3
4-1 m
3 3
3 3
U U
3 O
3i 3M
4-4
O O
z
[x]
4J
CU
3
3
3
O
I O
U-l 4-1
rH
3 I
tn 3
m
db|
3
•H
T)
3
• TJ O 3 a
CU 3 1 HH 44 B44 H H 3 o
o 3 3 3 Ui
44 3 3 44 u3 3 cn3 3 3 U 4-1 Q)
U4 H H O CU u
T3 3 3 3 1
rH 3 G H CJ 4-»
•H V4 -H c cnja 3 3 O o 0u CU 00 z o a
•H /—S
[*4 rH tH
4-1 m 00
CU U CO 33 O II H •O 3 4-1 •ui Z 3 33 H CU ON 3 u B
oo O 3 3 o 3 3 33 CJ 3 3 tH > r-v 3 H
•tH 1 3 3 3 3 m rH 403 44 3 O 3 44 M v£) O
•tH rH S CJ M o ON ja u3 3 1 3} H H 4-1 CU
V4 CO 4-1 44 iH 3 CU •rHH 3. iH •iH 3 (U r ^ 4J3 3 3
-3 U • 3 U 33 r O CO O na /r^ 3 3 3 33 3 3 tH 3 O 44 4-1 S3 3 O r •iH 4J CJ 3 3 ui3 U CJ 3 3 -3 3 1 3 3 33 T) 1 U rH O 3 44 43 'V 3
> rH 44 3 3 II u rH 3 3 -r-l
•tH •p4 iH 3 O z 3 3 CO 4-1 t3H
-3 3 CO CO CU CO 3 3O CJ CO
3 r—
\
/•“V
44 3 tH rH
• Ui
I P-i 3
3 • 4-t
> Z 3
•H . 3
4-1 c O
M
a
3
O
Ui
00
I >.
rH rH
•H 4J
CU
3
O
CJ /~» 4-) rH
-
O
e W O 3 Ui
4-1
3
I
3 W 4J
rC
o
na
3
M
4-1
3
3
Ui
3
CU
Cd 3 Ui
3 H 3 00 o . 3 O 3 3 • 3 0
3 > 3 CJ a o •H CO 3 3 3 CU H 44
•rH o 3 3 M 3 Ui 3 O CU
TJ 4a e • > CU 3 4-1 3 4.4 3 4J -H •
3 CO 4-1 H 3 3 cu 3 3 4: 3 H •
4-1 3 •iH 3 3 3 TJ 3 3 00 3 • Cn
CO 4a 3 W 4a o 3 o 3 T3 Ui 3 3 •H Cd rH
3 U • 3 •rH Ui 3 3 Ui 3 Ui • 3
•H H P4 < (3 CJ 3 > CU TJ 4-1 CU CU 0
rH Ui
/—s r-N 3 3 r-N /TV
rH CM cn O 3 rH CM
na
3
4-1
CO
CO
cd
3
o
3 CM
3 CTi
hJ -H
CO
3 m
3 <y\
<1 >—
I
67
conditions. He suggests that in as much as P.E.T. is intended to foster
(p* 54), children may have become more aware of their
own inadequacies, which may have affected their self-concept ratings.
In summary, the five P.E.T. studies showing positive effects of
P.E.T. upon children’s self-concept must be weighed in the balance
against the two that fail to show positive change. The evidence favors
the positive influence of P.E.T. upon children's self-concept.
Tables 4 through 8: summary of children's self-concept studies.
The Systematic Training for Effective Parenting (STEP) studies (Meredith
& Benninga, 1979; Summerlin & Ward, 1978), two Adlerian Parent Study
Group (APSG) studies (Hinkle et al., 1980; Stolzoff, 1979), and seven
Parent Effectiveness Training (P.E.T.) studies (Steam, 1970; Williams
St Sanders, 1973; Pelkey, 1976; Schofield, 1976; Giannotti, 1978; Larson,
1972; Andelin, 1975) include measures of children's self-concept.
Two studies — Summerlin & Ward, Hinkle et. al. — show significant
increases in children's self-esteem. Summerlin and Ward is a particular-
ly adequate study. Stolzoff, Meredith and Benninga show no significant
differences in self-concept. Stolzoff is an ^ post facto study in
which data on original research design is not available.
Five P.E.T. studies — Steam, Williams & Sanders, Pelkey, Scho-
field, Giannotti — show increases in children's self-concept and Larson
and Andelin fail to show the same increases.
Table 9
Studies in Systematic Training for Effective Parenting
With Measures of Teachers’ Perceptions of Classroom Behavio
And Other Measures Relevant to This Study
Author & Date
Gould, E. 0. A comparison of the
relative effectiveness of Adlerian
group counseling and Adlerian par-
ent education on middle school
youth with classroom adjustment
problems, 1979.
Subjects
36 middle school youths identified
as having classroom adjustment
problems
.
Design
Random assignment to Systematic
Training for Effective Parenting
(STEP) or Adlerian group counsel-
ing (AGC) led by the same coun-
selor :
1) STEP: 10 weeks (1 hour per
week) : N=18 S (6 per grade)
2) AGC: 10 weeks (1 hour per
week) : N=18 S (6 per grade)
3) STEP: 9 weeks (2 hours
weekly): N=18 parents.
4) Control: N=18 parents.
Measures
Pre- and post-tests:
1) Parents completed the Perceptual
Survey for Parents (PSP)
2) Children completed the Piers-
Harris Children's Self-Concept
Scale (Piers-Harris)
3) Teachers completed the Walker
Problem Behavior Identification
Checklist (Walker)
.
Findings
1) PSP: STEP and group counseling
differed at the .001 level.
Significant changes in 6th and
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Table 9 (Continued)
8th grade STEP groups as cont-
pared to counseling groups.
2) Piers-Harris : No significant
differences (discarded be-
cause of faulty methods)
.
3) Walker: STEP and AGC improved
teachers' perception of class-
room behaviors at the .001
level.
Strengths
1) No-treatment control.
2) Random assignment to groups.
3) Pre-tests.
4) Adequate sample size.
Weaknesses
1) No follow-up measures
.
2) No indication of leadership.
Teacher's perception of classroom behavior .
Table 9; STEP . Only one Systematic Training for Effective Parent-
ing (STEP) study (Gould, 1979) could be found measuring teacher's per-
ceptions of child behavior. This study will therefore be grouped with
studies of Adlerian Parent Study Groups which measure the same dimen-
sion.
Gould (1979) found some significant changes in perceptions of par-
ents who had participated in a STEP group and also found that teachers
perceived improvement in the behavior of children of parents who had
taken STEP. However, STEP was not shown as being superior to other in-
terventions in changing children's self-concept. A follow-up measure
would show if children's self-perceptions change more slowly than adult
perceptions of child behavior.
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In summary
,
the adequacy of the Gould study lends credence to the
findings that STEP positively affected parent and teacher perception of
child behavior.
Table 10
Studies of Adlerian Parent Study Groups
With a Measure of Teacher Perception of Classroom Behavior
And Parental Perception of Child Behavior
Author
Platt, J. M. Efficacy of the
Adlerian model in elementary
school counseling, 1971.
& Date
Nelson, J. W. The effectiveness
of Adlerian parent and teacher
study groups in changing child
maladaptive behavior in a positive
direction, 1979.
Subjects
30 third graders whose principals
judged they would profit most
from counseling. Parents of ex-
perimental group children volun-
teered to attend weekly meetings
as often as possible.
Pre-school-through-sixth grade
students rated by parents and
teachers as having maladaptive be'
havior
.
Design
Parents met 2 hours weekly for
Adlerian Parent Study Group (APSG)
and 1 hour Adlerian family coun-
seling. Teachers had 60 minutes
weekly group discussions and 30
minutes weekly with counselor:
1) Children met 10 weeks (30
minutes weekly) : N=14
children.
2) Placebo: N=6 children.
3) Control: N=6 children.
Adlerian Parent Study Groups
(APSG) for 12 weeks
;
1) Parents of 168 children in
1976-1977 and of 157 children
in 1976-1977 led by paraprofes-
sionals and volunteer parents.
2) Teachers led by elementary
school counselor.
3) Control of parents of 186 chil-
dren in 1975-1976 and 155 chil-
dren in 1976-1977.
Measures
Pre- and post-tests: Pre- and post-tests:
1) Child Behavior Rating Scale 1) Parents and teachers rated
(CBRS) completed by parents child behavior.
and teachers in three groups.
2) Parents and teachers asked to
respond to open-ended questions
in regard to child behavior.
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Table 10 (Continued)
Findings
Each child rated individually:
1) All parents rated "significant
progress" of APSG children.
2) Teachers rated "significant
progress" of all but 2 APSG
children.
3) Teachers rated placebo and
control group children as
making no significant progress.
4) Parents rated four placebo
group children as having
"worsened" behavior and par-
ents of three control group
children gave the same rating.
5) Group comparisons were positive
for the experimental group at
.05 level.
6) Parents and teachers said they
"were pleased by the positive
movement" children had made.
1) "Student behavior change" sig-
nificant at .01 level in 1975-
1976 and at the .001 level in
1976-1977.
2) Parent and teacher ratings were
similar in 1976—1977 (parent
ratings in 1975-1976 were post-
only)
.
3) Parents and teachers had re-
spective cognitive understand-
ing of concepts of 89 percent
and 95 percent.
Strengths
See strengths and weaknesses in 1)
general discussion of research. 2)
3)
No-treatment control.
Pre-tests
.
Large sample size.
Weaknesses
1) No follow-up measures.
2) No indication of who group
leader was
.
Teachers* perception of classroom behavior.
Table 10: Adlerian Parent Study Group . Two studies could be found
employing the effects of Adlerian Parent Study Groups (APSG) upon both
parent and teacher perception of child behavior (Platt, 1971; Nelson,
J. W., 1979).
Platt measures a triple-pronged approach in working with parents
along with teachers and children. Results of parent training cannot
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therefore be disengaged from results of training children and teachers.
Findings show positive results at the .05 level of significance. Some
design flaws point to treating results with caution. While a no-treat-
ment control group and one of the few placebo groups found in the liter-
ature were included along with pre-tests, there was no indication of
random assignment of children to groups, no follow-up measures and the
sample size was small.
The authors point to another problem. "It was very difficult to
have a completely reliable and valid rating scale because of the lack
of such a scale in the area of behavior rating" (p. 88). Since 1971,
some efforts have been expended in creating adequate behavior rating
scales
.
Nelson (1979) is extraordinary in the number of subjects involved.
In this study, as in Platt, effects of parent study groups are blurred
by the addition of simultaneous teacher study groups. Results show
student behavior change in the rarified ranges of from .01 to the .001
level of significance.
The study incorporates the unusual feature of including experi-
mental and control groups during two successive academic years. It
suffers, however, from either an inadequate design, or from inadequate
reporting upon the design.
In summary, the positive results shown in these two studies cannot
be attributed to Adlerian Parent Study Groups alone. Platt includes
simultaneous teacher and child treatment and Nelson includes simultan-
eous teacher treatment, and Platt suffers from an inadequate number of
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subjects.
Table 11
Studies of Adlerian Parent Study GroupsWi^a Measure of Teachers’ Perceptions of Classroom Behavior
Authors
Taylor. W. F. & Hoedt. K. C.
Classroom-related behavior
problems: Counsel parents,
teachers, or children?, 1974.
St Date
Nordal, K. C. The effects of Ad-
lerian parent training and child
counseling on learner self-concept
and behavior of preschool chil-
dren, 1976.
Subjects
372 children selected by teachers 63 mothers and pre-school children
on basis of concern over target dyads from the Union County Home
behaviors. Reach Program, Mississippi.
Design
Adults assigned to groups based
on random assignment of children
to which adults pertain. Adults
received 10-week eclectic train-
ing led by school counselors and
psychologists
:
1) Parent volunteers : N=62
2) Teachers
3) Child volunteers: N=50
Mothers in 5-week (2 hours weekly)
Adlerian Parent Study Groups
(APSG) led by doctoral candidates.
Children in 10-week (30 minutes
weekly)
. Developing Understanding
of Self and Others (DUSO) group
led by preschool teacher for chil-
dren.
1) STEP for mothers/DUSO
2) STEP for mothers
3) DUSO for children
4) Control.
Measures
Pre- and post-tests:
1) Devereux Elementary School
Behavior Rating Scale
(DESBRS)
.
Pre- and post-tests:
1) Mothers rated children on An-
derson Behavior Rating Scale
(Anderson)
.
2) Children rated learner self-
concept on the Florida Key.
3) Teachers and home visitors
rated children on Anderson Be-
havior Rating Scale
and
4) Mothers completed Tennessee
Self-Concept Scale. Post-test
only - Mother-Child Relation-
i
Table 11 (Continued)
ship Evaluation completed by
mothers
.
Findings
1) APSG: With parents and teachers
was superior to counseling with
children.
2) Intervention with parents and
teachers accounted for all
gains over those of the con-
trol group except for reduc-
tion of achievement anxiety.
1) Improved child-behavior at home.
2) All children improved in learn-
er self-concept, "attributed to
school program and not to Ad-
lerian Training."
3) Children of parents in APSG
rated as improved interpersonal
relationships with their teach-
ers and their peers.
4) Positive changes in maternal
child-rearing behavior at home
.
5) No one treatment was more ef-
fective than any other in "pos-
itively altering" perception of
home behavior, learning self-
concept or school behavior.
Strengths
1) No—treatment control. Strengths and weaknesses in gen—
2) Children randomly assigned to eral discussion of research,
groups
.
3) Pre-tests.
4) Large sample size.
5) Groups led by counselors
(researcher did not lead)
.
1) No follow-up measures.
Weaknesses
Table 11: Adlerian Parent Study Groups. Taylor and Hoedt (1974)
and Nordal (1976) each measured teachers’ perceptions of child behavior.
Nordal includes two additional measures: parental perception of child
behavior and children’s self-concept, both of which are relevant to
this study. The results of neither of these studies are confounded by
training teachers along with the parents of the same children as in the
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Platt (1971) and in the Nelson (1979) studies.
Taylor & Hoedt reported that Adlerian Study Groups with parents
and teachers brought greater gains in classroom behavior as measured by
the Devereux than counseling with the children alone. In all, 80% of
the children whose parents had received the treatment and 70% of the
children whose teachers had received the same treatment improved in more
than half of their target behaviors. These percentages compared with
the 50% of children with direct intervention treatment who improved in
more than half of their target behaviors and the 49 percent of control
group children who made the same improvement.
Nordal found that the children of parents in Adlerian Study Groups
were rated by teachers and home visitors as having improved interper-
sonal relationships with their teachers and their peers. Their mothers
also rated them as having improved behavior at home. Since all children
in the target school improved in self-concept
,
the improvement was at-
tributed to the school program rather than to the Adlerian training.
The Developing Understanding of Self and Others (DUSO) treatment for
children is of Adlerian origin.
A high degree of confidence can be placed in -Taylor and Hoedt 's pos-
itive findings, both because of the adequacy of the research design and
because of the adequate number of subjects in each treatment condition.
The Nordal study of the effects of Adlerian training upon pre-
school children's behavior appears to be quite adequate. It incorpor-
ates adequate population of 63 parents in four treatment conditions in-
cluding a no— treatment control group, the researcher did not lead the
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groups, and it includes a pre-test. On the deficit side of the ledger,
subjects were not randomly assigned to groups. Neither Taylor and Hoedt
nor Nordal controlled for the effects of time.
In summary, the Taylor and Hoedt study, with its noteworthy design
and numerical magnitude, stands- alone in the persuasiveness of its re-
sults. Taylor and Hoedt findings showed that both parents and teachers
in Adlerian Study Groups resulted in higher teacher perception of child
behavior than counseling with children alone. All children were chosen
for the study because of teacher concern over target behaviors.
Nordal backed her finding that teachers perceived improved inter-
personal relationships among the children on a behavior rating scale
with parental perception of improved child behavior. Gains in self-
concept were discounted because all children in the target school im-
proved in self-concept.
Table 12; P.E.T. studies. Three Parent Effectiveness Training
(P.E.T.) studies: (Miles, 1974; Lewis, 1973; Theimer, 1979) include a
measure of teacher perception of child behavior. Teachers measured
children of parents taking a P.E.T. course.
Miles is the only one of the three to include a measure of child
self-concept: the Tennessee Self-Concept Scale (Fitts, 1965). She
found "no improvement" in self-concept following an 8-week PET course
for parents of "potential drop-out" youths. At the same time, after
dowing a three-way analysis of variance, Miles found that parents taking
a P.E.T. course had a significant effect upon the classroom behavior of
their children as compared to a control group (p. 100).
Studies
of
Parent
Effectiveness
Training
With
a
Measure
of
Teacher
Perception
of
Child
Behavior
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It may be that low self-concept among the potential dropouts in-
hibited them from rating improvements in self-concept they may have per-
ceived in themselves at the time of the post-test, or they may simply
have been unable to perceive any improvement at that time. A follow-up
test at a later time may have reflected more positive self-concept re-
fro® the presumable improved classroom behavior.
Using the Devereux Elementary School Behavior Rating Scale (DESBRS)
(Spivack & Swift, 1967), Theimer found that "teachers rated children of
trained parents higher on 3 of 11... scales" (p. 140). Ratings were also
made of children whose parents were in a no—treatment control groups. A
pre— and follow-up test design was used. Employing a similar design,
Lweis found children of parents who had taken an eight-week P.E.T. course
to be "less blaming and dependent" (p. 7246-A) on the Devereux than con-
trol group children were.
In summary, each of the three P.E.T. studies included an adequate
population of 60 parents, lending credence to the findings. The Lewis
and the Theimer studies use similar rural/suburban populations and par-
ents who are not all volunteers. All three studies demonstrated vary-
ing degrees of positive findings on measures of teachers' perceptions of
child behavior.
The Lewis study had the unusual feature in parent education liter-
ature of using 60 randomly selected parents who were not originally
volunteers
.
Miles reported the most compelling evidence of improvement in
teacher perception of child behavior. It is possible that improvement
i
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is more easily perceived among a population of potential drop-outs than
among presumably fairly average children of randomly chosen rural/subur-
ban parents.
Tables 9 through 12; Summary of studies on teacher perception of
child behavior. Among the eight studies reviewed in this section, one
is a Systematic Training for Effective Parenting (STEP) study (Gould,
1979), four are Adlerian Parent Study Group (APSG) studies (Platt, 1971;
Nelson, 1979; Taylor & Hoedt, 1974; Nordal, 1976) and three are Parent
Effectiveness Training (P.E.T.) studies (Miles, 1974; Lewis, 1978;
Theimer, 1979). Teachers in each of them perceived children's classroom
behavior as having improved after parents attended a parent education
course.
Results of both the Platt and the Nelson APSG studies are blurred
because teachers and parents of the same children participated in the
treatment, making it impossible to say whether positive results were at-
tributable to parent or to teacher treatment.
The Gould study shows that teachers perceived the behavior of
children whose parents took STEP more positively following treatment.
Findings must be treated with some caution in the absence of a no-treat-
ment control group. Parents in the Gould study also perceived improved
child behavior.
The Taylor & Hoedt study may provide the most convincing evidence
of positive effects upon teachers' perceptions of child behavior follow-
ing APSG treatment for parents. The study was based on selection by
teachers of 372 children on the basis of concern over target behaviors.
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When teachers had Adlerian training, they also perceived improved child
behavior.
Nordal, in a well-designed study, also found that teachers per-
ceived improved child behavior following APSG treatment for parents.
Results were backed up by parental perceptions of similarly improved
child behavior.
All three P.E.T. studies reported teachers' perception of child be-
havior as becoming more positive following P.E.T. treatment for parents.
Miles studied the effects of P.E.T. training for parents upon potential
drop-outs, while Lewis and Theimer each studied a rural/suburban popu-
lation.
Table 13
Study on Systematic Training for Effective Parenting
With a Measure of Reading Achievement and Other
Measures Relevant to This Study
Author & Date
Clarkson, P. Effects of parent
training and group counseling on
children's functioning in elemen-
tary schools, 1978.
Subjects
Volunteer parents of 67 children
in grades 1-6.
Design
Systematic Training for Effective
Parenting (STEP) for parents and
Developing Understanding of Self
and Others (DUSO) for children.
Children assigned:
1) DUSO and STEP: N=14 children.
2) STEP: N=17 children in no
treatment
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Table 13 (Continued)
3) DUSO: N=16 children with par-
ents in no-treatments.
4) Control; N=20.
Measures
Pre- and post-tests:
1) Children: Gates MacGinitie
Reading Test.
2) Children: Self-Concept Inventory.
3) Parents : Adlerian Parent Assess-
ment of Child Behavior Scale (APACBS)
4) Teachers: Devereux Elementary
School Behavior Rating Scale (DESBRS)
and
5) Children's attendance records.
Findings
1) No significant differences in
classroom performance among
treatment groups
.
2) No significant differences be-
tween treatment and control
groups
.
3) APACBS: Responses to 22 of the
32 items reported "significant
positive improvement" (p. 99) at
the .01 or .05 level.
4) Pre- and post- and follow-up
parent questionnaire brought
positive responses toward the
course and children's classroom
behavior.
Strengths
1) No-treatment control.
2) Pre-tests.
3) Adequate sample size.
4) DUSO group led by counselor.
Weaknesses
1) No random assignment to groups.
2) Researcher led parent groups.
Table 1 3; STEP. Clarkson (1978) is the author of the single
the effects of a Systematic Training for Ef-available study measuring
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factive Parenting (STEP) group for parents upon their children's read-
ing achievement. It reports no significant differences in classroom
performance between treatment groups. In one group, parents were in
STEP. In another, children of the parents in STEP were in an Adlerian
DUSO group. A no-treatment control group of children was included.
Clarkson also reports no significant differences between treatment
and control groups. Four of the dimensions measured in the Clarkson
study correlate with dimensions measured in this study. They are read-
ing achievement, teacher perception of classroom behavior, self-concept
and parental perception of child behavior.
Parental responses to 22 of the 32 items on the APACBS reported "a
significant positive improvement" at the .01 to .05 levels. As is al-
most inevitably the case in open-ended questionnaires, parents mainly
reported positive changes in themselves and in their children. Clarkson
suggests that a more sensitive scale than the Devereux may be needed to
register improvements in classroom behavior.
Clarkson faces the dilemma discussed in other studies in which the
principal change is in positive parent perceptions. He suggests that
future studies might further explain this phenomenon by: a) measuring
smaller grade-spans, b) screening subjects to include only those with
specific needs or problems; c) continuing the study over a longer period
of time; d) involving a larger population of children and parents (p.
131).
In summary, Clarkson reports no significant differences between
treatment and control groups on a reading achievement measure. The same
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is true of measures of teacher perception of children behavior and of
self-concept, while parental perception of child behavior improved on
over half of the items reported on.
Table 14
Studies on Adlerian Parent Study Groups
With a Measure of Reading Achievement and Other
Measures Relevant to this Study
Authors
Runyan, A. J. Parent education
with families of children with
extreme reading problems, 1972.
& Date
DeLaurier, A. M. N. An investiga-
tion of the effect of APSG upon
children’s reading achievement,
1975.
Subj ects
37 children of normal intelligence Volunteer parents of 75 fourth
in grades 1-6 referred by Extreme grade pupils in 6 public schools.
Learning Problem teachers for most
severe adjustment problems. 57
parents in study.
Design
All children given special read-
ing instructions by teachers:
1) Adlerian Parent Study Groups
for 12 weeks (2 hours weekly):
N=27 parents and 16 children.
2) Control: N=30 parents and
21 children.
Random assignments of parents to:
1) 10 weekly (1 1/2 hours per week)
Adlerian Parent Study Groups.
2) Control group 1: random sample
of parents who did not express
willingness to participate.
3) Control group 2: Led by 3 ele-
mentary school counselors. 25
children in each group.
Measures
Pre- and post-tests:
1) Children: Metropolitan Read-
ing Achievement Test.
2) Children: Behavior Checklist
(CBC) for parents.
3) Children: Locus of Control
Scale.
4) Teachers; Walker Problem Be-
havior Identification Checklist.
and
Pre- and post-tests:
1) Children: Metropolitan Elemen-
tary Reading Test.
2) Teachers: Walker Problem Be-
havior Identification Checklist
and
3) Parents: Attitude Toward the
Freedom of Children.
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Table 14 (Continued)
5) Parents; Attitude Toward the
Freedom of Children (ATFC)
.
Findings
1) Metropolitan: No findings 1)
because of faulty administra-
tion.
2) CBC: "significantly improved
behavior" (p. 5500-A) compared
with control group. 2)
3) Locus of Control: No signifi-
cant differences.
4) Walker Checklist: "signifi-
cantly improved behavior"
(p. 5500-A) compared with con- 3)
trol.
and
5) ATFC: Significantly changed
and significantly different
than control group.
Strengths
1) No-treatment control. 1)
2) Pre-tests. 2)
3) Adequate sample size. 3)
4)
Weaknesses
1) No indication of random 1)
assignment. 2)
2) No indication of who led groups. 3)
3) No follow-up measures.
Children of treatment group
parents showed no significant
improvement in reading achieve-
ment as compared with the con-
trol group.
Children of treatment group par-
ents showed no significant im-
provement in classroom behavior
as compared with the control
group
.
While verbal reaction of par-
ents to the treatment was posi-
tive, no significant changes in
childrearing attitudes were
shown
No-treatment control.
Random assignment to groups.
Pre-tests
.
Adequate sample size.
No follow-up measures.
No indication of who led groups.
Control group of parents is not
from same volunteer population
as intervention group parents.
Author St Date
Peterson, K. S. Parent intervention
effect on achievement, self-concept
and internal and home responsibili-
ties in elementary school students,
1975.
Subjects
73 children in regular classrooms
in five suburban public schools
scoring in the extremes on a read-
ing achievement measure.
Design
Volunteer parents in Adlerian Parent
Study Groups (APSG) for 6 weeks (1
hour weekly)
:
1) APSG: N=parents of 10 children
in high achievement group and
10 in low achievement group.
2) APSG: N=parents of 31 high
achievement and 22 low achieve-
ment group to attend first or
second series.
Measures
Children tested pre- and post-
first series and post-second series
of meetings.
1) Measure of children’s achieve-
ment.
2) Measure of children’s self-
concept.
3) Measure of children’s internal
responsibility
.
Findings
1) Significant, positive relation-
ship between achievement and
self-concept
.
2) Significant, positive relation-
ship between achievement and
assumption of internal responsi-
bility.
3) Significantly effective in in-
creasing amount of time treat-
ment group’s children reported
spending on home responsibilities
as compared to comparison group.
4) No significant improvement of
treatment group’s self-concept
or internal responsibility as
compared with comparison group.
5) High achieving treatment group
showed significant gains in
achievement as compared with
high-achieving comparison group.
Strengths
Discussion of strengths and weaknesses
follows in the discussion of Table 14.
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Table 14:—Adlerian Parent Study Groups. Three studies all of
which are discussed in this section, could be found concerned with the
effect of Adlerian Parent Study Groups (APSG) upon children's reading
achievement. DeLaurier (1975) used an adequate research design and
found no significant improvement in reading achievement or in classroom
behavior as compared with the control group. Runyan (1972) in a slight-
ly less adequately designed study was forced to eliminate reading achieve-
ment results because of faulty administration of that measure. However,
teachers perceived "significantly improved behavior" (p. 5500-A) as com-
pared with the control group, as did parents as well.
Peterson (1975) compared children scoring extremely high or ex-
tremely low on a reading achievement measure. They were distributed in-
to one group in which their parents attended a six-session Dreikurs par-
ent group and a comparison group in which there was no treatment. She
found the high achieving children of treatment group members showed sig-
nificant gains in reading achievement as compared with the high-achiev-
ing comparison group. She also found significant, positive relationship
between achievement and self-concept and between achievement and assump-
tion of internal responsibility, but there was no significant improve-
ment of the treatment group's self-concept or internal responsibility
in contrast with the comparison group.
The Peterson study is intriguing in that it tests high and low
achieving children for self-concept and for internal responsibility
.
It is the only study reviewed here to use these two measures.
The design has its own unique characteristic of initially separat-
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ing high from low achieving students. It includes strengths of a no-
treatment control group, pre-tests and follow-up measures. There is no
indication of who led the groups and one group has only 10 subjects in
it
.
DeLaurier (1975) found, as in many other studies, that parents re-
port being positive about the course, but show no significant changes
in childrearing attitudes. No significant changes were found in their
children's reading achievement or classroom behavior.
In summary, the three studies in this section show limited effect
of Adlerian Parent Study Groups upon children's reading achievement.
Peterson showed that high-achieving readers showed significant gains as
a result of parental participation in a study group, while DeLaurier
showed no significant improvement in reading improvement or in classroom
behavior, and in Runyan the measure of reading was invalidated and there-
fore showed no results. However, Runyan showed significantly improved
behavior as perceived by teachers.
No consistent correlation emerges between any of the measures re-
viewed in this section and high reading achievement. Runyan and Peter-
son are the only two studies in this review of literature which employ
locus of control measures. No positive effects of parent training upon
children's perception of their own locus of control is found.
Runyan, the only one of the three studies reviewed in this section
to use a measure of parental perception of children's behavior, found
parents to perceive "significantly improved behavior" (p. 5500-A) as
compared with the control group, as did the teachers of the children
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as well.
Tables 13 and 14; summary of reading achievement studies. One
Systematic Training for Effective Parent (STEP) study (Clarkson, 1978)
and three Adlerian Parent Study Group (APSG) studies (Runyan, 1972;
Peterson, 1975; DeLaurier, 1975) are reviewed here. Only one study,
Peterson, showed any effect of parent education upon reading achieve-
ment and that was of limited scope. She found that high-achieving read-
ers showed significant gains as a result of parental participation in
APSG. No further consistent correlation emerges between any of the mea-
sures used in studies reported in this section and high reading achieve-
ment .
Summary of the review of the literature.
Parental perception of child behavior. Among the four Systematic
Training for Effective Parenting (STEP) studies (Bauer, 1977; Bellamy,
1979; McKay, 1979; Villegas, 1979), nine Adlerian Parent Study Group
(APSG) studies (Freeman, 1972; Berrett, 1975; Croake & Bumess, 1975;
Frazier & Matthes, 1975; Fears, 1976; Goula, 1976; Mullett, 1978;
Sellick, 1979; Hamilton, 1979) and two Parent Effectiveness Training
(P.E.T.) studies (Dubey, 1976; Kaplan, 1977) reviewed in this chapter,
no corapellingly positive results were established. The studies which
reported positive findings were weakened by either small sample sizes
or by inadequate research design.
Children’s self concept. Two STEP studies (Meredith & Benninga,
1979 and Summerlin & Ward, 1978), two APSG studies (Hinkle et. al., 1980;
Parent Effectiveness Training (P.E.T.)Stolzoff, 1979), and seven
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studies (Steam, 1970; Williams & Sanders, 1973; Pelkey, 1976; Schofield,
1976; Giannotti, 1978; Larson, 1972; Andelin, 1975) measure children’s
self-concept. Among the Adlerian studies, Summerlin and Ward stands
above the others in the confidence which can be placed in the findings
that children’s self-concept is increased as a result of Adlerian parent
education. All aspects of the study are more than adequate. Five P.E.T.
®budies (Steam, Williams & Sanders, Pelkey, Schofield, Giannotti) show
increase in self-concept or self-esteem.
Teacher perception of child behavior . One STEP study (Gould, 1979,
four APSG studies (Platt, 1971; Nelson, 1979; Taylor & Hoedt, 1974;
Nordal, 1976) and three P.E.T. studies (Miles, 1974; Lewis, 1979, Thei-
mer, 1979) are reviewed in this chapter. Taylor and Hoedt provide the
most convincing evidence of positive effects upon teachers’ perceptions
of child behavior because of the soundness of the research design and
the large number of subjects.
Teachers in each of the studies perceived children’s classroom be-
havior as having improved. Gould further found parental perception of
child behavior as improved as a result of the STEP intervention.
Reading achievement . One STEP study (Clarkson, 1978) and three
Adlerian Parent Study Group (APSG) studies (Runyan, 1972; Peterson,
1975; DeLaurier, 1975) were reviewed in this chapter. Only one study,
Peterson, showed any effect of parent education upon reading achieve-
ment and that was of limited scope. No further consistent correlation
emerges between any of the measures used in studies reported in this
chapter and high reading achievement.
CHAPTER III
METHODOLOGY
This chapter will be devoted to methods used to carry out the re-
search. In section one, the population used in the study will be de-
scribed. It will be followed by sections on the organization and pro-
cedures, treatment procedures, measurement techniques and a description
of the data analysis. The final section will contain a discussion of
the limitations of the research.
The purpose of this study is to examine the effect of parental
participation in a Systematic Training for Effective Parenting (STEP)
group upon the classroom behavior and reading achievement of those par-
ents’ Title 1 children. Three other questions are examined in order
to investigate the effect of antecedent perceptions upon any changes
which may take place. Those questions are concerned with parental per-
ception of child behavior, and with the self-concept and locus of con-
trol of those same children. An experimental and a control group are
compared.
The following issues were addressed:
1. Will parents perceive their children’s behavior as having been
affected by the completion of a 10-week STEP course? Will perceptions
of parents who do not attend the STEP course differ from those of par-
ents who attend the course? Parental perceptions will be measured by
means of the Adlerian Parental Assessment of Child Behavior Scale
(APACBS) (McKay, 1976) (see Appendix A).
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2. Will the way children perceive their own locus of control be
affected by completion of a 10-week STEP course on the part of their
parents? Will perceptions of children whose parents do not attend the
STEP course differ from those of children of parents who attend the
STEP course? Children's perceptions will be measured by means of the
Pre-Primary Nowicki-Strickland Internal-External Scale (PPNSIE) (No-
wicki & Duke, 1973) (see Appendix B)
.
3. Will the way children perceive their own self-concept be af-
fected by completion of a 10—week STEP course on the part of their par-
ents? Will perceptions of children whose parents do not attend the
STEP course differ from those children whose parents attend the course?
Children's perceptions will be measured by means of the McDaniel-Piers
Young Children's Self-Concept Scale (McDaniel et al.
,
1973) (see Appen-
dix C) .
4. Will teachers' perceptions of children's classroom behavior be
affected by completion of a 10-week STEP course on the part of their
parents? Will teachers' perceptions of children whose parents do not
attend a STEP course differ from perceptions of children whose parents
attend the course? Teachers' perceptions will be measured by means of
the Devereux Elementary School Behavior Rating Scale (DESBRS) (Spivack &
Swift, 1962) (see Appendix D)
.
5. Will children's scores on a measure of reading achievement be
affected by completion of a 10-week STEP course on the part of their
parents? Will scores of children whose parents did not attend the
course differ from scores of children whose parents attend the course?
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Scores will be measured by means of the Gates-MacGinitie Reading Test
(MacGinitie et al., 1965).
for all questions will be measured pre— and post—
10-week STEP course for the intervention and control groups.
Parents in the intervention group will be asked to respond to the
following written post-test questionnaire during the last evening of
the STEP course:
1. Have you noticed any changes in your relationship with your
child/ children in Title 1?
2. Do you feel that your taking STEP has made any difference in
your child's school experience? (Such as behavior, performance of
school work, self-concept or friendships.)
3. What did you like best about STEP?
After an interval of eight weeks following completion of the STEP
course, parents in the intervention group were asked to respond in an
interview to the following questions
:
Please describe any differences you think STEP has made:
1. In your relationship with your child.
2. In your child's behavior at school.
3. In your child's performance of school work.
4. In your child's feelings about himself at school. At home.
5. In your child's friendships at school. Outside school.
6. In relationships with brothers and/or sisters.
7. In your family.
8. Between your child and his/her mother/ father
.
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In how you handle problems which may come up with your child.
10. In your child's homework.
11. In your child's reading at home. At school.
12. In your child's ability to handle situations that come up in
his/her life.
13. Can you think of anything that has happened in your child's
life since February that could cause a change in his behavior, such as
death in the family, changing schools, a close friend moving away, and
the like?
14. YOUR RESPONSE TO THE FOLLOWING QUESTION HAS NOTHING TO DO
WITH PLACEMENT OF YOUR CHILD IN TITLE li Has learning the ideas in
STEP changed your views concerning your child's need for extra help
through Title 1?
Background
The school in which this study was conducted is located in a small
but rapidly growing New England town. A picture of its central common,
lined with white clapboard homes and white-steepled churches, could
adorn any calendar of picturesque New England scenes. Its location and
the large area that it encompasses have contributed to its rapid growth
during the seventies. It is adjacent to industrial and other employ-
ment opportunities in several nearby cities and ample land has been a-
vailable for rapid development.
The elementary schools built to serve a static community of modest
size are bursting at the seams and pro-education citizens have been at
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work attempting to overcome resistance of many citizens to vote funds
for construction of a new elementary school.
For many families, moving to this community from apartments in
neighboring cities represents some upward mobility. Small, new family
homes, many built at least in part by the families themselves, dot the
landscape. Apartment complexes have also been built during recent years,
many of which accommodate low income families.
STEP groups have been offered each fall and spring semester for
the past five years at the initiation of the school psychologist. It
is his belief that training parents is a cost-effective means of im-
proving the classroom behavior and attentiveness of their children.
During the fall of 1979 the psychologist, the Title 1 coordinator and
a Title 1 parent attended a Title 1 state conference at which STEP
training for parents was highly recommended.
In that town. Title 1 monies are used to provide tutoring in read-
ing for children who are judged in need of it. Teachers select children
they think would benefit from tutoring. Those who are chosen and who
«
also fall within the 30th percentile or lower on the Gates-MacGinitie
Reading Test are selected for the tutorial program. The Gates-MacGinitie
is administered in the fall and once again in the spring to monitor
progress of Title 1 children.
When the Title 1 coordinator and some members of the Title 1 Parent
Advisory Council sought an activity that would bring Title 1 parents to-
gether and provide them with a meaningful activity , they decided to
make arrangements to offer a STEP course to the parents. A parent ed-
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ucator, the author of this study, was asked to provide the ten-week
course.
In consultation with the Title 1 coordinator, it was decided that
a presentation and discussion of the purpose of STEP would be the cen-
tral topic for the first regularly scheduled meeting of the Title 1
Parent Advisory Council (PAC) of the year. A week prior to the meet-
ing a letter was sent to each of the 65 families of the 75 children in
Title 1, grades one through six, informing them that a STEP course sim-
ilar to the ones that had been offered to all parents each semester for
the past several years would be offered. (See Appendix E) . The Title 1
coordinator sent an announcement to each weekly and daily newspaper in
the area and to each of several radio stations that serve the area.
(See Appendix F) . Flyers were also posted at a half dozen places in
town where Title 1 parents were most likely to congregate for shopping
or laundry.
The parent educator opened the meeting with a half-hour presenta-
tion, including a description of STEP and an opportunity for parents
to respond. (See Appendix G) . Three parents, two mothers and one
father, who had completed a STEP course spoke for a half hour about
ways in which the skills they learned had helped them in their rela-
tionship with their children.
During the last 10 minutes of the presentation, the school psy-
chologist spoke of the benefits of STEP. He said he had been in the
same position for 15 years and that during the first 10 years he had
felt that he had only "minimal success with children." But, he con-
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tinued, during the past five years, since he had been applying STEP's
philosophy, he was much better satisfied with his success with children.
He told parents that sometimes STEP "makes little difference to parents,
sometimes parents find that it makes some difference, and sometimes they
feel it makes all the difference in the world, as though their lives had
been changed."
Sign-up sheets (see Appendix H) were handed out to parents who
were present. Seven Title 1 parents attended the January meeting, and
all of them signed up for STEP.
Because of the small number of Title 1 parents attending the in-
troductory meeting, it was decided to write a second letter (see Ap-
pendix I) to the families of Title 1 children who did not attend the
meeting. The letter stated that a Title 1 tutor would call soon to get
an indication of parental interest in joining a STEP group. The author
of this study had originally volunteered to do the calling. It was de-
cided that some parents are sensitive to the fact that their child is
in the remedial Title 1 program, and that confidentiality would be
breached if a person unknown to the parents were to make the initial
call. Only after a parent had indicated interest in taking the STEP
course would the parent educator contact them.
Instructions (see Appendix J) for the calls were carefully outlined
in an effort to provide parallel information and questions to which to
respond. Particular precautions were taken to instruct tutors to give
parents who said they were unable to take STEP at that time, but who
indicated interest in taking it, adequate opportunity to volunteer to
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take it at another time. Thus a control group of similarly interested
parents was to be established.
The small turn-out at the original meeting raised a precautionary
flag. It was decided to further ask six tutors to phone parents who
appeared interested, but who did not volunteer to take STEP at a later
time, to ask whether they would be interested in doing so. Thus, it
was hoped, a control group of adequate size could be established. Ten
additional parents volunteered to join the STEP course. Three volun-
teered to take STEP at some later date. Three, when asked, said they
would like to take STEP at a later date.
An experimental group of 17 was established and was considered ade-
quate. The control group included six parents at that time. A fresh
approach to increasing its size was developed.
The Title 1 coordinator suggested sending a questionnaire (see
Appendix K) asking Title 1 parents for opinions of particular aspects
of Title 1, including their opinion of offering additional STEP groups
in the future. In that way, parents favorable to STEP were to be iden-
tified. Parental willingness to answer a questionnaire in February and
again later in the spring was assessed in order to identify parents
willing to fill out the pre- and post-tests. Six parents replied in
the affirmative. A control group of 11 parents was thus established.
Copies of the pre-test Adlerian Parental Assessment of Child Behavior
Scale (APACBS) were mailed to control group parents a few days before
the first STEP group met and returned within a week.
A letter was mailed to the intervention group parents indicating
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the time of the first STEP group meeting. An evening group and a mom-
ing group were initially established. In order to accommodate parents
changing work schedules, a third group was soon established which met
during a second evening of each week. Three of the 17 parents origin-
interested in taking STEP said they were unable to attend, reduc~
ing those attending to 14.
Treatment
General information
. The parent education course was based on Syste-
matic Training for Effective Parenting (STEP)
,
a handbook for parents
by Don Dinkmeyer and Gary McKay (1976) . Although nine sessions are
suggested, one to correlate with each of the nine chapters in STEP, the
parent educator's past experience with the course indicates that ten
sessions are preferable in order to give parents an additional week to
assimilate the seven skills that STEP presents
.
The STEP kit includes a multi-media presentation of parent hand-
books, leader handbook, tapes and posters. The parent educator used
the taped dialogue between a parent and child provided for the first
chapter, but none of the other weekly tapes and none of the posters
were used.
Liberated Parents /Liberated Children ("Liberated Parents") by Adele
Faber and Elaine Mazlish (1974) was also assigned. It is based upon
the psychology of Dr. Haim Ginott.
The course outline is included (see Appendix N) .
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Measurement of Dependent Variables
Parents* perception of behavior .
APACBS . The Adlerian Parental Assessment of Child Behavior Scale
(McKay, 1976) (see Appendix A) was used to assess parental perceptions
of child behavior. Parents in the intervention group were asked to re-
spond to the APACBS during the first STEP session and again during the
last STEP session. Parents in the control group were asked to respond
at the same times.
The APACBS lists 32 specific examples of children's behavior and
asks parents to rate their children's behavior on a seven point scale.
A reliability test of the scale was conducted during a pilot study and
later during a research project. The pilot study results were as fol-
lows: Chronbach's alpha test for internal consistency ranged from .90
to .91. The Pearson r test for stability over time yielded a coeffi-
cient of .97. The Chronbach's alpha range during the research project
was .81 to .89. The Pearson r test yielded a coefficient of .83.
Content validity was determined by three judges familiar with STEP
and other Adlerian-based programs. APACBS was designed for testing
STEP. McKay (1980), the author, contends that it is applicable to most
parent education programs, especially those based on the philosophy of
Alfred Adler and Rudolph Dreikurs.
Children's self-perception .
Locus of control . The Preschool and Primary Nowicki-Strickland
Internal-External Control Scale (PPNSIE) was developed by Stephen No-
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wicki, Jr. and Marshall P. Duke (1973) (see Appendix B)
. It was given
pre- and post-treatment to each child whose parent is in either the ex-
perimental or the control group. It was used to measure the extent to
which children act upon their own internal motivation.
Two forms of the PPNSIE include one. for girls and one for boys.
Each contains 26 items to be answered with a "yes" or a "no". In the
girls* form a cartoon girl responds in a cartoon-style bubble over her
head. Either a boy or girl asks the questions. In the boys’ form, a
boy makes all of the responses.
The PPNSIE, constructed for children from four to eight years of
age, is the final scale in the Nowicki-Strickland series designed to
test locus of control from an early age through retirement years. Items
were constructed in the same way as earlier scales. Starting with Rot-
ter's definition of locus of control (1966), items intended to be ap-
propriate for children four through eight years were constructed by two
Ph.D. psychologists and two preschool teachers using words understood
by a four year old. The list was then circulated along with Rotter's
definition of locus of control to five Ph.D. psychology staff members
and five graduate psychology students. They were asked to answer the
items in an external direction, and any items upon which there was dis-
agreement were dropped, leaving a preliminary pool of 4A items to dis-
tribute among 44 female and 36 white pre-school students in the middle
to upper socioeconomic levels. Following an item analysis, 36 of the
44 items were accepted and their stability assessed by validating them
in a comparable population of pre-school children. The 26 items ac-
101
ceptable in both groups were included in the preliminary PPNSIE form.
They were arranged in such a way that no more than three responses keyed
in the same direction occurred in sequence. Half of the responses are
keyed in one direction and half in the other.
A sample of 240 children, half male and half female were selected
for further validation. They were all white, had an IQ above 80 and
were from all but the highest socioeconomic levels. Further validity
measures and test-retest reliability was sought.
Reliability was established with a .79 correlation between first
and second testings. In addition, most of the items had means ranging
between .3 and .7 and most items had total correlations in the moderate
range.
Validity was considered to be adequately established. The chil-
dren’s Nowicki-Strickland Internal-External (CNSIE)
,
from which the
PPNSIE was derived, showed a .78 correlation with the PPNSIE when both
were administered to eight-year olds.
Self-concept . The McDaniel-Piers Young Children’s Self-Concept
Scale (McDaniel et al., 1973) (see Appendix C) was used to measure dif-
ferences in self-concept between children whose parents participate in
the STEP program and children of control group parents. It was devel-
oped by Ernest D. McDaniel and Ellen Piers for children from six to
nine years of age. It was designed to measure self-concept in younger
children than those for whom the original Piers-Harris Children's Self-
Concept Scale was designed.
Items which appeared appropriate to young children were chosen from
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the original scale and their wording was simplified. These items were
tried out with first grade children and were later subjected to item-
analysis procedures before the final selection of items was made.
The scale contains 40 items to be read aloud by the test adminis-
trator and children respond "yes" or "no" on a special answer sheet. A
cartoon of a familiar object accompanies each response. A total score
and three separate scores are provided. They are Feeling Self, School
Self and Behaving Self. Johnson (1976, pp. 698—699) states that norms
for the total score are based on over 2,000 children from eight metro-
politan school systems. Johnson reports that a longitudinal study ex-
amining the stability of self-concept during the first three years of
school shows a Kr-20 reliability coefficient of .73 for grade one, .80
for grade two and .86 for grade three. No validity is reported.
McDaniel reports the Kr-20 reliability coefficients computed for
20 elementary school classes gave median values of .83 for grades one
and two and .87 for grades three and four. Correlations between teacher
rankings of students and self-concept scores in those 20 classes ranged
from -.01 to .58 with a median correlation of .32.
Classroom behavior .
DESBRS . The Devereux Elementary School Behavior Rating Scale
(Spivack & Swift, 1967) (see Appendix D) was administered prior to the
10-week parent training period and again five weeks after it was com-
pleted in order to measure any differences in classroom behavior which
may have occurred. Each classroom teacher was asked to complete the
DESBRS for each of the Title 1 children whose parents were either in
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the experimental or in the control group in addition to several other
Title 1 children in order to establish "blind" ratings. Teachers were
told that Title 1 was interested in evaluating its program. Because of
the five to ten minutes required to rate each child a single time,
teachers were not asked to rate all Title 1 children, as would be re-
quired to establish completely "blind" ratings.
The scale was developed by George Spivack and Marshall Swift to
help teachers identify and measure behaviors that interfere with learn-
ing and achievement in the first six grades of elementary school.
DESBRS provides a profile of nine dimensions of overt problem behavior
and two dimensions of positive behavior that have been isolated by ex-
perienced classroom teachers as being related to achievement in the
classroom. In order to isolate relevant behaviors, 147 teachers were
asked to make 1719 ratings on a total of 1546 children. The resulting
behavior factors emerged in studies of both normal and special needs
children. An attempt was made to follow the research data rather than
preconceived opinions in selecting behaviors and grouping them-
Forty-seven behaviors were measured and grouped into 11 factors
and three additional items. No item occurs in more than one factor
(The Seventh Mental Measurements Yearbook, Buros, 1972, p. 68). The
factors follow in the order in which they were presented. Classroom
Disturbance (four items measure the extent to which the child’s behav-
ior is active, inappropriately social, disruptive or obstreperous).
Impatience (four items are concerned with an inappropriate drive to en-
ter into and to complete the work assigned). Disrespect—Defiance (four
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items show the extent to which the child manifests open disrespect for
or resistance to the school, the subject matter and the teacher), Ex-
ternal Blame (four factors measure the extent to which the child at-
tributes external factors such as the teacher or the work as reasons
for his difficulties). Achievement Anxiety (four items are designed to
measure the outward signs of a child's worry over inability to meet
academic demands)
,
External Reliance (five items are designed to mea-
sure the degree of a child's inability to make decisions, hold opinions,
and take independent action without the support or direction of others)
,
Comprehension (three items are designed to measure a child's ability to
understand the daily work asked by the curriculum and the teacher)
,
In-
attentive-Withdrawn (four items are intended to measure a child's ten-
dency to lose contact with what is going on in class)
,
Irrelevant-
Responsiveness (four items are intended to measure the extent to which
the child's verbal responses in class are irrelevant, intrusive, and/or
exaggerated or untruthful)
.
The last two factors measured are positively correlated with class-
room achievement. Creative Initiative (four items are intended to mea-
sure the degree to which the child exhibits active personal involvement
in, and positive motivation to contribute to, the classroom learning
situation)
,
Need for Closeness to the Teacher (four items designed to
measure the extent to which children like to be close to, seek out, and
offer to do things for the teacher)
.
To test the reliability of the DESBRS , 32 teachers in kindergarten
through sixth grade rated behaviors of 809 children from fairly hetero-
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geneous backgrounds. Teachers were then asked to retest the first four
students in his or her attendance book no longer than ten days follow-
ing the first ratings. The median coefficient of the test-retest corre-
lations is .87. The test-retest correlation for each item came to a
median of .76. In The Seventh Mental Measurements Yearbook, William M.
Littell (Buros, 1972, p. 68) points out in a review of the DESBRS that
a more important measure of reliability, that of inter-rater reliability,
is not mentioned in the Devereux literature.
Somewhat lower reliability was found by Wallbrown, Wallbrown, and
Blaha (1976) . The median reliability coefficient reported by them was
.74 after an interval of one year.
Littell (1972) also critiques efforts to establish the validity of
the DESBRS. He suggests that the complexity of some of the measured
behaviors points to the need of additional data on the extent to which
teachers' ratings of items measure the actual behavior. Littell further
questions teachers' ability to objectively measure disrespect toward
themselves. In an overall appraisal, however, he describes the DESBRS
as "a sophisticated and carefully developed rating scale." (p. 68).
Reading achievement .
Gates-MacGinitle . The Gates-MacGinitie Reading Tests (MacGinitie
et al., 1978) was administered to compare changes in academic achieve-
ment between the children of the experimental and of the control group
parents. It was administered in September through the Title 1 program
and was administered again at the end of May during a week which coin-
cided with the fifth week following completion of the STEP course. Thus
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each child of parents in the intervention and in the control groups was
tested.
Two different forms are administered, one at the beginning and
another at the end of the school year. Standard scores for the inter-
vention and for the control group were taken from these tests to use in
the analysis of the data.
The Gates-MacGinitie Reading Tests are divided into two sections.
(1) The vocabulary test contains 45 items to sample the student's read-
ing vocabulary. Each item consists of a test word followed by five
words or phrases. The student is asked to mark the word or phrase that
has the nearest meaning to the test word. The difficulty of the words
increases as the test progresses. (2) The comprehension test indicates
the student's ability to read and comprehend entire prose passages. It
includes 16 passages of varying lengths and a total of 43 questions con-
cerning those passages. The material in the texts cover a wide range
of difficulty. Both a student's explicit and implicit understanding of
the content is variously tested.
The validity of the vocabulary tests was established by choosing
words of general usefulness at each grade level. A balance of nouns,
verbs, adjectives and adverbs is included. Selection of words was guid-
ed by means of an examination of 16 commonly used reading series for the
first three grades.
In an effort to establish the validity of the comprehension test
materials in the humanities* the social sciences, the natural sciences
and stories or narratives were selected on the basis of the kinds of
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materials people in most communities want their children to know. Em-
phasis in the lower grades is upon stories and narratives. Some of the
material had been previously published while other material was written
specifically for the tests.
Twice the number of items required for the test were tried out
nationally with those items of inappropriate difficulty and usefulness
being eliminated.
Reliability was established by means of alternate- forms and Kuder-
Richardson Formula 20 reliability coefficients. The K-R 20 coefficients
ranged from .90 to .95 for vocabulary and from .88 to .94 for comprehen-
sion.
Analysis of Data
This study employed one intervention and one control group in a
pre- and post- treatment design. A pre- and post-intervention test was
administered to treatment group parents. Simultaneous tests were ad-
ministered to control group parents. Pre- and post-test were adminis-
tered in the same manner to children of parents in the intervention
group and to children of parents in the control group. Pre- and post-
tests were also administered in the same manner to teachers of children
whose parents were in the intervention and control groups.
The means of pre- and post-test scores for each of the variables
will be obtained for the intervention and for the control groups. A
t-test of the differences between means of the pre-test and of the post-
test scores will then be performed and visually compared. If differ-
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ences are great enough, the differences between means of the pre- and
post-tests on each of the measures for the intervention and for the
control groups will then be measured.
It is expected that there will be no pre-treatment differences be-
tween the intervention and control groups, but that there will be post-
treatment differences between the two groups. Further, it is expected
that there will be a difference from pre- to post-treatment for the in-
tervention group, but no difference from pre- to post-treatment for the
control group. The same applies for measures of parental perception of
child behavior, children’s self-perception and for measures of teachers'
perception of children's classroom behavior, and for measures of read-
ing ability.
Results of the post-interview for the intervention groups, as well
as the follow-up questionnaire for the intervention group will be quan-
tified and analyzed.
Limitations . Some of the limitations of this study follow.
1. The findings of this study cannot be generalized. The popula-
tion, made up of volunteer Title 1 parents in a small New England town,
is unique. The limited size of the initial pool of Title 1 parents pre-
vents random selection of volunteer parents to the study and prevents
random assignment to intervention and control groups. Less confidence
can be placed in the results of studies using small samples.
2. The researcher facilitates the treatment. Aware of the danger
of attempting to influence favorable results, the researcher carefully
follows procedures to minimize such influences.
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3. Instead of having one intervention group, it is necessary to
have several groups in order to accommodate the parents who volunteer
for STEP. Attempts are made to provide parallel treatment, but the
effect upon subjects of meeting in smaller groups rather than in a sin-
gle large group are unknown.
CHAPTER IV
RESULTS
Introduction
The primary purpose of this study was to determine whether any
changes took place in the classroom behavior and performance of 21 Title
1 children in grades one through five as a result of their parents' par-
ticipation in a parent education course. The children were divided in-
to intervention and control groups. The treatment consisted of Syste-
matic Training for Effective Parenting (STEP) for the parents of chil-
dren in the intervention group.
Data on the children was collected and analyzed in terms of paren-
tal perception of child behavior, children's self-concept, children's
locus of control, teachers' perception of classroom behavior and chil-
dren's reading achievement scores.
In order to further assess parental perception of child behavior,
intervention parents were asked to complete a questionnaire during the
last STEP session and to respond to an in-depth follow-up interview
eight weeks following completion of the STEP course. The questionnaire
and interview results were evaluated and summaries of information con-
tained in them will be presented in this chapter.
Background Information
Three of the 14 parents who started STEP failed to complete it.
Two mothers who dropped out toward the middle of the course had each in-
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dlcated to the group that their husbands were disturbed with their in-
volvement in parent education. A third mother expressed regret at drop-
ping out after the second week when her free-lance work schedule and a
spontaneous three-week vacation with her husband intruded upon the ten-
week course. The intervention group was thus reduced to 11 parents.
Three married couples, three mothers who were married and two moth-
ers who were single parents completed the course. Although demographics
were not requested, it is doubtful that more than one parent had attend-
ed a four-year college. It is quite certain that none had graduated
from one.
Two of three fathers attending as members of a couple held blue
collar jobs; one was in middle management. Two among the five mothers
provided baby sitting in their home. One of the married mothers ran
her own small business and the two single mothers each worked at un-
skilled jobs. Seven of the parents lived within an easy hour’s drive
of their own parents.
Six of the Title 1 children whose parents were in the intervention
groups were male and four were female. Three were six years old; one
was seven; one was eight; one was nine and four were 10. They were all
in grades one through five. Including the Title 1 children, five of
the families had a total of two children, two had three children, and
one family had one child.
Six parents were present at 10 STEP meetings. Two parents missed
one meeting because of illness and bad weather, and three parents missed
two meetings because of the hospitalization of a child belonging to one
112
couple and because a father became involved in a professional training
course.
Evening STEP groups met from 7 to 9 p.m. in the parish house of a
local church. The morning group met from 9:30 to 11:30 a.m. in the home
of a mother living near the school. The researcher provided coffee and
tea and parents provided light refreshment.
The STEP course was subsidized by Title 1, Including books and baby^
sitting. Two parents with pre-school children availed themselves of the
Title 1 baby-sitting reimbursement in order to attend the morning group.
The researcher offered services free of charge.
In the schools where this research was conducted, STEP is offered
free of charge by the school psychologist as part of his professional
services. Parents normally pay the approximately seven dollars for the
STEP manual (Dinkmeyer & McKay, 1976) and for Liberated Parents/Liber-
ated Children (Faber & Mazlish, 1975).
STEP is similarly offered by school guidance counselors and psy-
chologists in other Western Massachusetts school systems. Parent edu-
cators contract to meet with groups of 10 to 20 parents 14 to 20 con-
tact hours.
Design of Analysis
In order to answer the questions asked in this study , the data
were analyzed as follows: the means of pre— and post— test scores for
each of the variables was obtained for the intervention and for the
control groups. A t-test of the differences between means of the pre-
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test and of the post-test scores was then performed. If differences
were great enough for any variable, the differences between means of
the pre- and post-tests for that variable, for the intervention and for
the control groups, would then be measured. The time—span between the
pre-test and post-test scores for the intervention and control groups
was approximately 10 weeks.
Three methods were used to obtain information from parents. They
include: the Adlerian Parental Assessment of Child Behavior Scale
(APACBS) (see Appendix A)
,
a post-questionnaire answered by the inter-
vention group parents (see beginning of Chapter III) and an eight-week
follow-up in-depth interview (see beginning of Chapter III)
.
The McDaniel-Piers Self-Concept Scale (see Appendix B) was used to
measure children's self-concept. Three subscales were analyzed: Feel-
ing Self, School Self and Behaving Self.
The Pre-Primary Nowicki-Strickland Internal-External Scale (PPNSIE)
(see Appendix B) was used to measure children's locus of control.
The Devereux Elementary School Behavior Rating Scale (DESBRS) (see
Appendix D) was used to measure teachers' perception of child behavior.
Results of 11 sub-scales were analyzed. They are classroom disturbance,
impatience, disrespect-defiance, external blame, achievement anxiety,
external reliance, comprehension, inattentive-withdrawn, irrelevant-
responsiveness and creative initiative.
Gates-MacGinitie Reading Tests were used to measure reading achieve-
ment. The following pre- and post-scores are displayed in a table:
raw scores, percentile ranks, and grade equivalents.
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Analysis of Data from Measures
In this section the data which apply to each of the questions will
be presented. The results of a statistical or a mathematical analysis
for each of the variables will be examined to find the effects of the
treatment conditions as compared to the effects of the control condi-
tions upon each variable.
Parents* perceptions of child behavior .
Question 1 . Will parents perceive their children's behavior as
having been affected by the completion of a 10-week STEP workshop? Will
perceptions of parents who do not attend the workshop differ from those
of parents who attend the workshop? Parental perceptions are measured
by means of the Adlerian Parental Assessment of Child Behavior Scale
(APACBS)
.
The APACBS was administered during the first parent group meeting
and at the last meeting for the intervention group. It was simultaneous-
ly administered to the control group through the mails.
The APACBS is a 32-item behavior rating scale which was filled out
by each of the parent participants in the STEP group and by each parent
in the control group. Parents were asked to fill it out, pre- and post-
intervention, for the same Title 1 child. A parent having more than
one child in the Title 1 program filled out separate forms for each of
the children. Three parents each had two children in the program. The
parents were asked to respond on a seven-point scale to each of the 32
statements. Results are reported in Table 15.
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Table 15
Means, Standard Deviations, Degrees of Freedom, t-Tests andSignificance of t-Tests for Pre- and Post-tests for
Intervention and Control Groups for the APACBS
Measures N Mean S.D. D.F. T Significance
Pre-Test;
Treatment 10 115.78 18.74
Control 11 148.40 19.68
17 3.69 .0018
Post-Test:
Treatment 10 144.30 15.26
Control 11 150.27 15.34
17 .86 .40
The findings from the parent behavior rating scale will be report-
ed in this section. The 32 individual scores were summed for the pre-
and post-tests of the intervention and control groups. The mean of the
pre-test for the intervention and for the control group was then estab-
lished and the two means were compared. A statistically significant
difference at the .0018 level was found. A discussion of this apparent-
ly large difference follows in Chapter V (see section on APACBS)
.
Locus of control .
Question 2 . Will the way children perceive their own locus of
control be affected by completion of a 10-week STEP workshop on the part
of their parents? Will perceptions of children whose parents do not
attend the STEP workshop differ from those of children whose parents
attend the workshop? Children's perceptions will be measured by means
of the Pre-Primary Nowicki-Strickland Internal-External Scale (PPNSIE)
.
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The PPNSIE was administered to all Title 1 children whose parents
took part in the intervention or in the control group as well as to all
of the other Title 1 children participating in the same tutorial groups
in order to establish blind ratings. The PPNSIE pre-test was adminis-
tered during the same week that ‘the first parent education group met and
the post-test was administered 11 weeks later or the week following the
meeting of the last STEP group.
"^he PPNSIE is a 26—item scale to which children respond with a
yes or a no. Cartoon figures of boys and of girls are used on the
response sheet, with a boys* form in which boys are responding and a
Si^ls form in which girls are responding. The questions are identical
on the girls* and on the boys* forms. Results are reported in Table 16.
Table 16
Means, Standard Deviations, Degrees of Freedom, t-Tests and
Significance of t-Tests for PPNSIE on Pre-tests and
Post-tests for Intervention and Control Groups
Measures N Mean S.D. D.F. T Significance
Pre-Test
;
Intervention 10 13.80 2.65
19 .15 00oo
Control 11 13.63 2.42
Post-Test
:
Intervention 10 12.80 3.49
19 .46 .65
Control 11 13.36 2.06
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The findings from the locus of control scale will be reported in
this section. Responses to the 26 items were summed in the positive or
internal direction for the pre- and post-tests of the intervention and
the control groups. The mean of the pre-test and of the post-test for
the intervention and for the control group was then established and the
two means subjected to a t-test. No statistically significant differ-
ence at the .05 level was found. The difference between pre- and post-
means for the intervention and control groups are not large enough to
warrant further analysis.
This means that children perceived no significant difference in
their locus of control in responding to the instrument used to measure
that variable and there was no difference between perceptions of chil-
dren whose parents did and who did not attend the STEP groups.
Self-concept .
Question 3. Will the way children perceive their own self-concept
be affected by completion of a 10-week STEP workshop on the part of
their parents? Will perceptions of children whose parents do not at-
tend the STEP workshop differ from those children whose parents attend
the workshop? Children's perceptions will be measured by means of the
McDaniel-Piers Children's Self-Concept Scale.
The McDaniel-Piers was administered to all of the Title 1 children
whose parents participated in either the intervention or control groups
and to all of the other Title 1 children in their tutorial groups in
order to establish blind ratings. McDaniel-Piers provides scores for
each of three areas of self-concept: Feeling Self, School Self, and
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Behaving Self. It asks 40 questions and provides for "yes" and "no" re
sponses
.
McDaniel Piers was administered during the first week that STEP
groups met and the week following the last STEP group meeting. Results
are reported in Table 17.
Table 17
Means, Standard Deviations, Degrees of Freedom, t-Tests and
Significance of t-Tests for McDaniel-Piers on Pre-tests
and Post-tests for Intervention and Control Groups
Measures N Mean S.D. D.F. T Significance
Feeling Self
Pre-Test:
Intervention 9 9.22 2.68
17 .19 .85
Control 10 9.50 3.50
Post-Test
:
Intervention 10 9.50 2.83
19 .83 .42
Control 11 10.55 2.94
School Self
Pre-Test:
Intervention 9 9.00 3.32
17 .34 .73
Control 10 8.50 3.06
Post-Test
Intervention 10 9.30 2.00
19 .88 .38
Control 11 8.18 3.52
Behaving Self
Pre-Test ;
Intervention 9 6.55 2.70
17 .15 .88
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Table 17 (Continued)
Measures N Mean S.D. D.F. T Significance
Behaving Self (Continued)
Control 10 6.40 1.83
Post-Test
:
Intervention 10 6.30 2.90
19 .53
.60
Control 11 6.81 1.33
The findings from the self-concept scale will be reported in this
section. Responses to items in each of the three sub-scales were summed
in the positive or high self-concept direction for pre- and post-tests
of the intervention and the control groups. The mean of the pre-test
and of the post-test for the intervention and for the control group was
then established and the two means subjected to a t-test. No statis-
tically significant differences were found at the .05 level. The dif-
ference between the pre- and post- means for the intervention and con-
trol groups were not large enough to warrant further statistical analy-
sis.
This means that children perceived no significant differences on
any of the three sub-scales of the self-concept measure used to measure
that variable and there was no difference between perceptions of chil-
dren whose parents did and did not attend the STEP workshops.
Classroom behavior .
Question 4. Will teachers' perceptions of children's classroom
behavior be affected by completion of a 10-week STEP workshop on the
Ik
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part of their parents? Will teachers’ perceptions of children whose
parents do not attend a STEP workshop differ from perceptions of chil-
dren whose parents attend the workshop? Teachers' perceptions will be
measured by means of the Devereux Elementary School Behavior Rating
Scale (DESBRS)
.
The DESBRS was administered by classroom teachers to all of the
Title 1 children whose parents participated in either the intervention
or the control groups. Teachers of these children were also asked to
complete the DESBRS for three or four Title 1 children whose parents
were not involved with the research in order to establish blind ratings.
Eleven behavioral factors were subjected to statistical analysis. They
are Classroom Disturbance, Impatience, Disrespect-Defiance, External
Blame, Achievement Anxiety, External Reliance, Comprehension, Inatten-
tive-Withdrawn, Irrelevant-Responsiveness, Creative Initiative, and
Need for Closeness to the Teacher. Each factor includes from three to
five of the total of 44 items. Teachers responded on a scale of from
one to five to the first 26 items and on a scale of from one to seven
on the last 18 items.
The DESBRS was administered during the first week that parent ed-
ucation groups met and during the week following the last STEP meeting.
Three teachers failed to complete the DESBRS until up to five weeks
later. Results are reported in Table 18.
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Table 18
Means, Standard Deviations, Degrees of Freedom, t-Tests
and Significance of t-Tests for DESBRS on Pre-tests
and Post-tests for Intervention and Control Groups
Measures N Mean S.D. D.F. T Significance
Classroom Disturbance
Pre-Test
:
Intervention 10 10.80 4.21
19 . 66 .52
Control 11 9.64 3.85
Post-Test
:
Intervention 10 11.20 3.46
19 .21 .86
Control 11 10.82 4.67
Impatience
Pre-Test:
Intervention 10 11.80 5.41
19 1.12 .28
Control 11 9.46 4.13
Post-Test
:
Intervention 10 11.40 6.20
19 .37 .72
Control 11 10.46 5.61
Disrespect-Defiance •
Pre-Test:
Intervention 10 6.70 3.16
19 .75 .46
Control 11 5.72 2.76
Post-Test
:
Intervention 10 6.80 3.16
19 .24 .23
Control 11 5.45 1.63
(Continued)
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Table 18 (Continued)
Measure N Mean S.D. D.F. T Significance
External Blame
Pre-Test:
Intervention 10 7.50 2.17
19 1.31 .20
Control 11 6.27 2.10
Post-Test
:
Intervention 10 7.70 4.16
19 .36 .73
Control 11 8.36 4.37
Achievement Anxiety
Pre-Test:
Intervention 10 8.30 2.00
19 .70 .49
Control 11 9.27 3.93
Post-Test
:
Intervention 10 10.40 2.72
19 .50 .62
Control 11 9.73 3.32
External Reliance
Pre-Test
:
Intervention 10 14.70 3.09
19 .19 .85
Control 11 15.00 3.90
Post-Test
:
Intervention 10 14.70 3.50
19 .64 .53
Control 11 16.27 7.00
Comprehension
Pre-Test
:
Intervention 10 10.60 2.11
19 .93 .36
Control 11 9.81 1.72
(Continued)
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Table 18 (Continued)
Measures D Mean S.D. D.F. T Significance
Comprehension (Continued)
Post-Test
:
Intervention 10 10.70 1.34
Control 11 10.55 2.25
19 .19
.85
Inattentive-Withdrawn
Pre-Test:
Intervention 10 11.70 3.59
Control 11 9.90 3.53
19 1.15 .26
Post-Test
Intervention 10 10.80 4.26
19 .23 .82
Control 11 11.27 5.18
Irrelevant-Responsiveness
Pre-Test:
Intervention 10 9.10 3.07
19 2.02 .06
Control 11 6.55 2.73
Post-Test
Intervention 10 8.50 2.64
19 1.25 .23
Control 11 7.18 2.18
Creative Initiative
Pre-Test
:
Intervention 10 13.60 2.17
19 .40 .69
Control 11 14.00 2.37
Post-Test
:
Intervention 10 14.90 1.97
19 1.82 .08
Control 11 12.82 3.09
(Continued)
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Table 18 (Continued)
Measure N Meein S.D. D.F. T Significance
Need for Closeness to the Teacher
Pre-Test:
Intervention 10 11.70 3.40
Control 11 12.09 3.55
19 .20
.85
Post-Test
:
Intervention 10 12.30 2.31
Control 11 13.64 3.20
19 1 .09 .29
The findings of the teachers* perceptions of child behavior scales
will be reported in this section. Responses to items in each of the 11
sub-scales of the 44 items were summed in the direction of negative
classroom behavior for the pre— and post-tests of the intervention and
control groups. The mean of the pre-tests and of the post-test for the
intervention and for the control groups were then established and the
two means were subjected to a t-test.
The difference between the means of the pre-tests of the interven-
tion and control groups for Irrelevant-Responsiveness was significant
at the .06 level. The difference between the means of the post-tests
of the inteivention and control groups for Creative Initiative was sig-
nificant at the .08 level. Neither was significant at the .05 level.
This means that teachers perceived no significant differences in
child behavior on any of the 11 sub-scales in responding to the instru-
ment used to measure that variable and there was no difference between
teachers' perceptions of children whose parents did and who did not
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attend the STEP workshop.
Reading achievement
.
Question 5 . Will children’s scores on a measure of reading achieve-
ment be affected by completion of a 10-week STEP group on the part of
their parents? Will scores of children whose parents do not attend the
workshop differ from scores of children whose parents attend the work-
shop? Scores will be measured by means of the Gates-MacGinitie Reading
Test.
The Gates-MacGinitie was used to measure the variable "reading
achievement." The Gates-MacGinitie was administered to all the children
in the school system during September and again in May.
An appropriate form of the Gates-MacGinitie was administered to
each child in grades one through six. Scoring below grade level was
one criterion for inclusion in the Title 1 program which provided tutor-
ing for Title 1 children throughout the school year.
September and May scores were offered by the school, with May test-
ing taking place after completion of STEP groups. Raw scores were a
combination of the vocabulary and the comprehension scores. In addi-
tion to raw scores. Percentile Rank (PR) scores and Grade Equivalent
(GE) scores were given for each child in the research study. The per-
centile rank is described in the Gates-MacGinitie manual:
A percentile rank (PR) indicates where a raw score
fits within a whole range of scores; it describes the
position of a raw score obtained by a particular stu-
dent in a particular grade within the set of scores
obtained by other students in the same grade. These
other students are the students that were in the norm-
ing group. The PR Chat is derived from a particular
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raw score tells the precentage of students at that
grade level whose raw score was the same or lower
... As the student progresses through the school
year, the relative standing that a raw score repre-
sents will change. The same raw score will corre-
spond to as high a PR at the end of the year as at
the beginning. More students will have been able
to get at least that raw score by the end of the
year. (MacGinitie, 1978, pp. 31-32)
The manual describes Grade Equivalent scores in the following way
Grade equivalents, in effect, rank a student’s
achievement within a group that includes the stu-
dents in all of the grades. They do this by identi-
fying the grade group whose median raw score would
be the same as the student’s score. A student whose
raw score corresponds to a grade equivalent of 3.6
has done about as well on a test as one would ex-
pect an average student to do on the same test after
being in the third grade for six months. (MacGinitie, 1978.
p. 34)
The scores are displayed in Table 19.
Table 19
Raw Scores, Percentile Ranks and Grade Equivalent Scores
for Gates-MacGlnitie Reading Tests on Pre-tests and
Post-tests for Intervention and Control Groups
Subjects
Grade Level
Pre-
Raw
Post-
Raw
Pre
PR
Post-
PR
Pre-
Grade
Equiv.
Post-
Grade
Equiv.
Intervention Group
1 18 59 11 67 Below K 2.3
1 15 65 05 76 Below K 2.6
2 30 39 30 30 1.6 2.4
2 29 62 28 56 1.6 3.2
5 38 27 24 14 3.7 3.7
1 18 36 11 25 Below K 1.5
4 30 41 30 30 3.3 4.0
(Continued)
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Table 19 (Continued)
Subjects
Grade Level
Pre-
Raw
Post-
Raw
Pre-
PR
Post-
PR
Pre-
Grade
Equiv.
Post-
Grade
Equiv.
Intervention Group (Continued)
1 27 42 14 35 Below K 1.6
4 12 40 02 32 Below K 3.9
4 30 26 30 13 3.3 2.9
Control Group
2 29 38 28 18 1.6 1.9
1 21 37 10 17 1.4 1.9
1 19 51 06 39 Below K 2.6
3 22 40 22 32 1.7 2.5
2 20 45 18 28 1.3 2.3
3 21 47 08 27 1.6 2.8
5 44 51 39 59 4.5 6.4
5 — 37 11 27 2.7 4.4
1 25 44 05 18 2.7 4.5
1 21 35 20 25 Below K 1.5
4 21 42 11 39 2.4 4.3
No statistical manipulations were performed because subjects were
distributed between five different grade levels in the intervention and
control groups. The mean of the difference between September and May
scores for the intervention groups was a GE of 1.96, and for the inter-
vention group it was 1.56.
The intervention group included one GE score which regressed .4.
It also included four first-grade children who tested at a pre-kinder-
garten level in September, while the control group included two first-
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grade children who tested at a pre-kindergarten level in September.
These four intervention group and two control group children showed the
largest GE differences between September and May, ranging from 2.5 to
4.9 for the intervention group and from 2.5 to 3.6 for the control group.
The intervention group also included one fourth grader who scored below
kindergarten in September and who showed a GE difference of 4.9 in May.
Taking into consideration the grade level and month of the grade
level at which children took the Gates-MacGinitie in September and again
in May
,
eight children in the intervention group tested below grade lev-
el in September and eight children scored below grade level in May.
Using the same criteria, nine children in the control group scored be-
low grade level in September and seven scored below grade level in May.
Analysis of Questionnaire and Interview Data
In this section, questionnaire and interview data which apply to
the variable "parent perception of child behavior" will be analyzed.
Responses to a post-questionnaire to which parents responded on the last
day of the STEP course and of a follow-up interview held eight weeks af-
ter the end of the STEP course will be analyzed in this section.
Post-test questionnaire .
Respondents . The eight mothers and three fathers completing STEP
responded to the open-ended questionnaire at the final STEP meeting.
The mothers and fathers reported on a total of 10 children. In the fol-
lowing table parents and children are assigned the letter designations
that will be used throughout this chapter. Children of each parent
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participating in the Title 1 program are shown directly below each par-
ent.
Table 20
Identification of Mothers and Fathers Responding to the
Mothers^
A
1
B
1
C
1
D
1
E
1
F
1
G
I
H
r
A1
Son
Gr. 1
1
B1
Dau.
Gr. 4
1
Cl
Dau.
Gr. 1
D1
Dau.
Gr. 2
1
El
Dau.
Gr. 2
1
FI
Son
Gr. 1
I
G1
Son
Gr. 5
I
HI
Son
Gr. 1
A2
1
B2
Son Son
Gr. 4 Gr. 4
Fathers^
FA
1
FE
1
FG
1
FAl
1
FEl
1
FGl
Son Dau. Son
Gr. 1 Gr. 2 Gr. :
FA2
Son
Gr. A
Note: Gr. stands for Grade
a
Three sets of mothers and fathers responded.
Responses . The open-ended responses are grouped according to key
words and concepts, as shown in Tables 21 and 22. In some cases, a
single parent offered more than one response which is appropriate to
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a single category.
Table 21
Parental Perceptions of Changes in
Relationship with Children
Question: Have you noticed any changes in your relationship with yourChild? ^
Children are More Responsible
Mothers’ responses:
Al. He does more things for himself.
A2. Problems don't seem as big to him: more self-confidence.
Bl. Helping around the house/cooking.
B2. More independent and responsible.
Cl. She wants to help me more and feels like a useful member of
the family.
El. More cooperative
Fathers ' responses
:
FAl. When he is given a job, he takes it a lot further.
FA2. He does things a lot more on his own.
FGl. Listens better when asked instead of told, and accepts tasks
or chores without any lip.
Express and Understand Feelings Better
Mothers ' responses
A2. More open with feelings.
Bl. Sharing things—her feelings with me.
B2. Caring for other's feelings.
Cl. Seems happier with herself and expresses herself better.
Dl. I feel that I try much harder to understand her feelings as
well as letting her know mine.
El. A lot of insight into my children's behavior and how they feel.
Fathers' responses:
FEl. Their feelings are being considered more.
FGl. Learning that kids are people and that their feelings can get
hurt just like yours.
(Continued)
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Table 21 (Continued)
Changes Parents Found In Themselves
Mothers ' responses
:
Al. I don't yell as much.
Dl. Having effective ways of dealing with problems instead ofjust using emotions.
Dl. I understand now why she does some of the things she does.
El. We are getting along much better as we don’t argue as much.
El. I understand why they act as they do at times.
El. I felt I learned a lot about myself and how to handle other
people as well as my children.
Fathers' responses:
FEl. I seem to be able to cope with their problems better.
FEl. Logical consequences gave me some insight on dealing with
situations without reverting to punishment as a problem-
solving solution.
In the open-ended questionnaire, no negative changes were noted.
The positive changes can be quantified. The following number of re-
sponses were made that correspond with each of the categories already
mentioned;
Children are more responsible: 9 responses (from 6 parents:
4 inothers/2 fathers) ;
Express and understand feelings better: 8 responses (from 7 par-
ents: 5 mothers/2 fathers);
Changes parents found in themselves : 9 responses (4 parents
:
3 mothers/1 father).
All but one mother and all of the fathers marked "yes" to noting
changes in relationship with children.
The following table shows changes parents perceived in their chil-
dren's school-related behavior and achievement.
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Table 22
Parental Perceptions of Changes in School-
Related Behavior and Achievement
Question: Do 7°^ feel that your taking STEP has made any difference inyour child s school experience? (Such as behavior, perfor-
manceofschool work, self-concept or friendships?)
^^ITdren Have More Confidence
Mothers ' responses
:
A2. Has more confidence that he can do things by himself.
Cl. Feels real proud of herself (for improving in school)
.
El. More confidence and feels better about herself.
HI. Has a much better self-image and has improved greatly in
all over this year.
Fathers ' responses
FHl. Thinking positive and seems to want to get better school
grades
.
Responsibility for Homework
Mothers’ responses:
El. Easier to get along with and more cooperative.
A2. Doing homework, especially book reports, more independently.
Al. Doing more work by himself.
Fathers’ responses:
FAl. Started to complete more of his papers that he brings
home.
FAl. Learned that homework is his responsibility.
School Work Improved
Mothers’ responses:
Cl. Has improved this last term.
El. School work has definitely improved.
Fathers ’ responses
FAl. Completes more papers to bring home.
All but one of the mothers and one of the fathers checked "yes" to
noting changes in school behavior and performance. No negative changes
133
were noted in the open-ended questionnaire. The positive changes noted
can be quantified. The following nu^ar of responses were nade to cor-
respond with each of the categories in the table:
Children have more confidence: 5 responses (from 5 parents:
4 mothers/1 father)
;
Responsibility for Homework: 5 responses (from 3 parents:
2 mothers/1 father);
School Work Improved: 3 responses (from 3 parents: 2 mothers/
1 father)
.
The one mother who failed to note any differences in relationships
at home, noted changes resulting from STEP at school, while a mother
and a father who had perceived changes taking place at home, perceived
no changes taking place at school.
Follow-up interview .
Respondents
. Seven mothers and two fathers made themselves avail-
able for in-depth interviews two months after completion of this STEP
course. Five of them invited the interviewer to their homes. The re-
maining respondents met at the site where STEP groups had met.
Table 23
Identification of Mothers and Fathers Responding to the
Follow-up Interview and Their Respective Children
Mothers
A
1
B
1
C
1
D
1
E
1
F
1
G
1
1
A1
1
B1
1
Cl
1
D1
1
El
1
FI
1
G1
Son Dau. Dau. Dau. Dau. Son Son
Gr. 1 Gr. 4 Gr. 1 Gr. 2 Gr. 2 Gr. 1 Gr. 5
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Table 23 (Continued
Mothers CContlnued")
A
1
B
1
C D E F G
A2 B2
Son
.
Son
Gr. 4 Gr. 4
Fathers^
FA
1
FE
FAl 1FEl
Son Dau.
Gr. 1
1
Gr. 2
FA2
Son
Gr. 4
Note: Gr stands for "grade".
^wo sets of mothers and fathers responded.
Analysis of responses . The permission of the respondent was re-
ceived to tape-record each interview. Interviews lasted from a half
hour to a little over an hour depending upon the amount the respondent
wished to speak. Minimal open-ended probes were used, such as "Would
you say more about that?" or "Can you give an illustration?". In or-
der to complete the information, questions were also occasionally asked
to keep the respondent from departing from the subject. A tape-record-
er was used at the interview with the permission of the respondent and
the tapes were later transcribed for analysis. Mothers and fathers
were interviewed by the researcher privately, one at a time.
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Questions asked of parents were designed to obtain the parents'
perception of variables for which the measures described in the last
section of this chapter were used, and the responses were quantified.
The questions are listed here in the order in which they were asked.
The name of the measure to which each question at least roughly corre-
sponds is shown in brackets following each question. Question 13
is designed to control for the effects of uncontrolled variables upon
behavior and question 14 was added at the request of the school psychol-
ogist and is not reported upon in this study. The questionnaire is as
follows
:
Please describe any differences you think STEP has made:
(1) In your relationship with your child (APACBS)
(2) In your child's behavior at school (DESBRS)
(3) In your child's performance of school work (Gates-MacGinitie)
(4) In your child's feelings about himself at school. At home
(McDaniel-Piers)
(5) In your child's friendships at school. Outside school
(McDaniel-P iers
)
(6) In relationships with brothers and/or sisters (APACBS)
(7) In your family (APACBS)
(8) Between your child and his/her mother/father
(9) In how you handle problems which may come up with your child
(APACBS)
(10) In your child's homework (APACBS)
(11) In your child's reading at home. At school. (Gates-MacGinitie)
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(12) In your child's ability to handle situations that come up in
his/her life
(13) Can you think of anything that has happened in your child's
life since February that could cause a change in his behavior,
such as a death in the family, changing schools, a close friend
moving away, and the like?
(14) YOUR RESPONSE TO THE FOLLOWING QUESTION HAS NOTHING TO DO WITH
PLACEMENT OF YOUR CHILD IN TITLE 1 : Has learning the ideas in
STEP changed your view concerning your child's need for extra
help through Title 1?
The questions were examined and found to group themselves into five
categories
:
(1) Parent perceptions of relations with child
(2) Parent perception of family interactions
(3) Parent perception of school behavior
(4) Parent perception of children's ability to handle situations
that come up in their lives
(5) Parent perceptions of miscellaneous effects of STEP.
Responses to the other questions used in each of these sections
will be shown in separate sections. They will be displayed in tables
and quantified in each section.
The alphabetical letter in front of each response indicates the
child for whom the mother is reporting. When one mother is reporting
on two children, a ”1" or "2" after the letter indicates which child
the mother is reporting on.
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In entering responses in the tables, quotations are used when they
are brief and appear to adequately express the parent's meaning. In
other instances, the responses are interpreted and consolidated.
eternal perception of parent-child relations
. An analysis of parents’
open-ended responses showed a majority of responses dividing themselves
into three categories, each of which is a skill. Thus responses in
Table 24 are divided into; (a) ignoring misbehavior, (b) offering choic-
es, (c) encouragement, and (d) miscellaneous.
The cause and effect relationship between perceived maternal be-
havior and perceived child behavior is reported. Column one is labeled
"Perceived maternal behavior" and column two is labeled "Perceived ef-
fect upon the child".
Mothers were asked in Table 24 "to describe differences" STEP has
made:
(1) In your relationship with your child
(2) In how you handle problems which may come up with your chil-
dren.
"Act/Don't React" is an overarching concept, rather than a skill.
Since it was mentioned by two parents, it was included in the miscel-
laneous skills chart.
The skill which parents mentioned most often during the course of
an open-ended interview was "ignoring misbehavior." It was cited six
times
.
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Table 24
Maternal Perception of Parent-Child Relations
Skill; Ignoring misbehavior
Number of times skill reported: 6
Perceived mateimal behavior Perceived effect upon child
Al. Ignores fights Al. Don't fight as much
D. Ignores whining D. Whines less
E • Doesn't argue E. Fewer arguments
E. Ignores requests to do things
child can do for self
E. Child handling more things
E. Ignores siblings' fights E. Children "bicker and settle
on own"
G. Ignores "loud voices" G. Children "apologize or do
what they were screaming
about not doing"
Skill : Encouragement
Number of times skill reported: 5
Perceived maternal behavior Perceived effect upon child
A2. Shows appreciation for help A2. Very helpful
C. Pay more attention C. More lovable and relaxed
D. Encourage to experiment D. Feels "proud"
F. Take time to talk at dinner F. "Talks quietly"
E. Let her cook E. Cooks breakfast
Skill: Offering choices
Number of times skill reported: 4
Perceived maternal behavior
Bl. Discusses problems
C. Offered choices
E. Gives choices
G. Offers choices
Skill: Miscellaneous
Perceived maternal behavior Perceived effect upon child
A2. Yells less (uses reflective
listening more)
A2. More open
C. Think before react (Act/
don't react)
C. More relaxed and lovable
F. Hit, slap less: think before
reacting (Act/don't react)
F. Respects me
G. Active listening G. It works
Perceived effect upon child
Bl. Child discusses options
C. Cooperates "without hyster-
ICS
E. Does better
G. "It works"
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The second most frequently cited skill is "offering choices." It
was cited four times. One mother tells engagingly of how she conceived
of a particularly effective choice-keeping the door to her daughter's
room closed when the room was not neat.
Her room is always a mess. I told her I didn't
consider it a part of the house. As long as she kept
her door shut and I couldn't see it, that was all right
with me. She went right in there and cleaned it up so
she could keep the door open. When it got to be a real
mess again, I closed the door. She'd come home and
say, "My room is not part of the house, right?" and
then she would go inside her room and clean it up so it
could be part of the house again.
If I know people are coming, I start screaming at
her, but it's better to shut the door. She doesn't
like it, but she doesn't become hysterical. I would
put her folded clothes outside the door... kiss her
goodnight outside the door. I felt as though it wasn't
as important to me any more, mainly because I let it be
her responsibility.
The third most frequently mentioned skill was "Encouragement." It
was mentioned four times. One mother referred to "the famous scrambled
eggs" in her interview. She had adamantly maintained early in the STEP
course that she could not let her six-year old daughter go near the
stove. Her daughter would bum herself, she would spill things, it
would be a mess. One day, several weeks later, she reported to the
group that she had encouraged her daughter to scramble eggs for the fam-
ily breakfast. Her daughter was so delighted at her accomplishment that
for days she tirelessly spoke of it to whomever she could find to lis-
ten. Her mother spoke of encouraging her in other ways to share cook-
ing and helping in the kitchen. During the interview, the mother re-
lated the change in her own behavior:
Like I think I would have had more of a tendency
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before (STEP) to be standing there and keeping her
away from harm, and keep telling her how to do it.And now I will let her go at it by herself— to learnby herself how to do it.
A single working mother of a six-year old son told during the in-
terview how she was able to encourage her son to talk with her by mak-
ing a special occasion of the evening meal together:
It is a very important time for him to sit
there quietly and eat his meal with me so that we
can talk about anything he’d like to.
She reported working at helping him feel part of a family unit by spend-
ing time with him playing games, reading to him, and watching T.V. to-
gether.
This same parent described using a consequence. She said that she
summoned up all of her courage to let her son's meal get cold when he
came home late for dinner. However, she didn't mention the effect upon
him. It appears that he is not likely to miss many evening meals be-
cause of the atmosphere of encouraging companionship provided for him.
Two parents reported behavior which is not advocated by STEP or
by Ginott. One mother reported "working very hard" with a "stubborn
son" in order to prevail upon him to change his mind. She also reports
of the same son, "If he is really bad, we punish him and threaten him,
and take things away from him."
A second parent reported that her son wandered off after she had
announced that they would be going out for dinner in 15 minutes. When
she found him at the riext door neighbor's apartment, she said she "hit
him" but "not hard" in front of the neighbors. She said he obeyed her
requests to stay home for the next week.
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The spanking worked in the short run, but according to STEP’s pre-
cepts it would not be an effective way of teaching the boy to be re-
sponsible. It appears that he stayed home because of fear of punish-
ment rather than having learned to make a choice and to experience the
consequences. One appropriate consequence would have been not to go
out for dinner that night.
Maternal perception of interaction within the family . In this section,
maternal responses to five questions are grouped together. Parents are
asked "to describe differences" STEP has made:
(1) In relationships with brothers and/or sisters
(2) In your family
(3) Between your child and his/her mother/father
(4) In your child's feelings about him/herself at home
(5) In your child's friendships outside of school.
Maternal responses are grouped in the following table in order of
frequency. Although "respect" is not a skill taught in STEP, it is an
attitude which mothers mentioned often enough to warrant a separate
category. It is constantly implied in each skill taught in STEP.
Table 25
Maternal Perception of Family Interaction
Skill: Encouragement
Number of times skill reported: 9
Perceived maternal behavior Perceived effect upon child
A2 . "We are truly interested in A2. Tells me more about himself,
what he has to say and in
his opinion."
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Table 25 (Continued)
Encouragement - continued
Perceived maternal behavior
A2. I stopped telling him how
good he is (praise)
. I am
positive, but don’t overdo it.
Bl. Have family nights. They de-
cide what to do.
B2. I believe what he tells me.
C. When she wants to help, "I
say ’Sure, that would be a
lot of help.’"
D. I give the kids more respon-
sibility.
E. "I tell them to solve their
own problems."
G. Dad gives them a lot of en-
couragement. He hugs and
kisses them.
Perceived effect upon child
A2. Tells me more about himself.
Bl. They like it.
B2. "I think he tells me the
truth."
C. She can do more things, like
taking clothes off the line.
D.
,
"I think they feel more im-
portant .
E. "She can take it upon herself
to fix them (problems)"
G. Not afraid to try to do
things
.
Skill or attitude: Respect for child
Number of times skill reported: 7
Perceived maternal behavior
Al. "I don’t yell as much".
Al. Don’t yell.
A2. Stopped calling names.
C. I’ve tried to discourage
husband from calling them
"stupid."
D. I do less intervening.
G. Started considering feel-
ings.
G. "Dad doesn’t holler."
G. "Dad apologizes to him—and
that’s like winning the lot-
tery."
G. If he counts "to his famous
Perceived effect upon child
Al. Listen to each other a lot
more. More open than before.
Al. Helps our relationship.
More apt to help
.
A2. "Started telling me more a-
bout himself."
C. I’ve noticed some differ-
ences .
D. "I think they feel more im-
portant."
G. When we give them their time,
they work with us more will-
ingly.
G. "He doesn’t scream back at
Dad."
G. "I think he feels better a-
bout himself."
G. He feels more comfortable a-
(Continued)
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Table 25 (Continued)
Respect for child — continued
Perceived maternal behavior Perceived efferr nnnn
G.
-15 or 20, he seems to get
around his total anger."
G. Stopped harping about clean
rooms
.
G. round his father, "because
he knows he won't scream at
him.
"
G. Children ask him to inspect
rooms
.
Skill: Ignores inlsbehavior
Number of times skill reported: 4
Perceived maternal behavior
A2. Ignores fights.
C. Ignores fights.
1^* Ignores him when he*s trying
to get attention.
G. "When they argue, I don't
say anything."
Perceived effect upon child
A2. "I don't think they fight as
much .
"
C. They don't fight as much.
D. "I have seen him mature a
lot."
G. They don't argue as much.
Skill : Consequences
Number of times skill reported: 2
Perceived maternal
-behavior
B. Told children they would
have to stop calling her
at work if they wanted out-
ing together.
G. Dad tells what he expects
in advance. If jobs aren't
done, he and I go out with-
out the children.
Perceived effect upon child
B. Stopped calling. Were okay
when she got home.
G. More cooperative.
Skill: Miscellaneous
Perceived maternal behavior
D. I found more different ways
to get my points across.
E. Husband and I are more con-
sistent .
G. More relaxed atmosphere.
Perceived effect upon child
D. They are helping out a lot
more. "I think that makes
them feel better about
themselves .
"
E. Don't argue and tease as
much.
G. I think the whole family feels
closer.
1A4
Nine different instances were reported of the use of "encourage-
ment” with children. G mentioned a particularly adroit way in which
her husband, who had formerly been given to yelling at the children,
encouraged their two upper elementary-aged children to feel a part of
the family effort of constructing their own home. One day, the children
came home just after their father had removed a tree stump. He asked
their help in removing another stump. When the job was done, he said.
You know, it took me two hours to pull the first stump. With your help,
this one only took a half hour." He had skillfully used a principle of
encouragement by describing what had happened, which Ginott is particu-
larly helpful in teaching. The adult lets the child know that he/she
is aware of what they have done by simply describing it.
Nine instances in which mothers report showing respect for their
children are also cited. A tells of how a younger brother had gotten
by with murder' where work was conceimed. Even when the younger broth-
er was six years old, most of the responsibility for doing family chores
fell on the older brother. After STEP, the mother reported, the father
started asking for the younger child's participation in preparing for
family outings. In that way the father started to show respect for his
younger son's capabilities.
B reported how she had started to show her son respect. In the
past, she had been quick to accuse him when something was missing in the
house, such as a wallet missing from his sister's bureau. She reported
a change in her attitude:
I believe him unless I find out otherwise. I
haven't seen him wrong. There was an incident about
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somebody who had taken some money off of his friend'sbureau... This time he said he didn't take it Ibelieved him.
. i
C reported "I think the basic thing is that I respect her more now
as a person, which I didn't do before."
Two mothers reported using conseqeunces. B, a working mother, re-
ported that her two children called her at work one Saturday morning to
enlist her help in solving an argument. She told them that they would
have to settle their own argument and stop calling her if they wanted
to carry through with their plans to go to Mountain Park that afternoon.
By telling them that she didn't want to hear from them again, she was
ignoring misbehavior. She also used encouragement in telling them that
she was sure they could settle their own differences.
One mother reported using the family meeting in a way which is not
advocated by STEP. She reported calling one because she was concerned
about the children "always running to the store." Family meetings are
to be held on a regular basis and not to be called only upon occasions
when the parent has a problem.
Positive effects upon children were perceived by two mothers, but
without directly relating the improved behavior to changes in their own
behavior. A responded that her two "tend to include the baby more.
They help him. I think that makes them feel important." D reported
that her seven-year old daughter less frequently says such things as
"I'm dumb" or "I really feel bad" for attention. ..."I think she has a
better attitude toward herself."
Four mothers mentioned five benefits to themselves or to their
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husbands from STEP. D said. ”It-s reinforced my feeling that I am worth
more, that I shouldn't really just have to be there to set up or clean
up after the kids." "It's made me realize how important a family is.”
E said, "I think we [she and her husband] are more consistent. We
couldn't agree on how to do things. It would be a mess. Now we agree
and I can handle things a lot better." G reported "A more relaxed at-
mosphere. Things feel better and I think it's made our whole family
feel a lot closer to each other, and see each other as an individual
rather than a family unit. To show them that they can be their own per-
son as well as part of the family." C said, "My husband enjoys me more
when I don't get upset."
Three mothers reported four problems they were experiencing at the
time of the follow-up interview. E found that "I am beginning to block
[her children] out again, like before STEP;" and "I'm not sure he feels
too good about himself. These last couple of weeks, I'm not sure what
it is, whether it's me picking on him, trying to make sure he gets his
work." A, whose husband also took STEP, said, "There is still that ten-
sion between [eldest son] and his father. They are not very close and
[eldest son] seems to want to be close." She explains that her husband
coaches the Little League team their eldest son plays on, and the son
is fearful that his father will be angry with him when he makes a mis-
take. F said, "I think he knows that when my voice gets to a certain
level that he had better stop if he knows what's good for him. He
doesn't test me as much as he used to."
Am.
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Mo thers’ perceptions of their own and their children
.rhool-relatPH
--
havior
- During the course of the interviews, mothers seldom per-
ceived a direct effect of their behavior upon their children's behavior
or attitudes in the school-related sphere. In the two areas about which
parents’ perceptions were sought—homework and reading at home—it is
difficult to determine whether their own influence or influences from
school affected any changes in behavior. The same would be true when
changes failed to materialize.
As far as mothers’ perceptions of school-related behavior are con-
cerned, it would be all but impossible to know with any certainty wheth-
er changes in their own behavior had affected changes in their chil-
dren’s behavior in school. The reasons are that mothers have no direct
knowledge of behavior at school and that, if they did, it would be im-
possible to separate home influences from the welter of school influ-
ences and stimuli or from the effects of maturation.
Therefore, no attempt will be made to associate cause and effect
in the following three tables dealing with school-related behavior and
attitudes. Mothers’ perceptions of their own behavior will be reported
in one column and their perceptions of their children's behavior will
be reported in the other column. When mothers surmised reasons for
either positive or negative changes, the surmises are included.
Three tables are included in this section: 1) Mothers’ perceptions
of school-related behavior that takes place at home; 2) Mothers' per-
ceptions of behavior and attitudes that take place at school; 3) Moth-
ers' perceptions of school achievement.
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Mothers were asked In Table 26 "to describe differences" STEP has
made
:
(1) In your child's homework
(2) In your child's reading at home.
Table 26
Mothers' Perceptions of School-Related Behavior
That Takes Place at Home
Perceived maternal behavior
Al. I help him, but don't push.
A2. "I used to sit there and bug
him until his homework was
done.
"
I leave him alone, 'knd if he
has a question, then—and only
then—do I help him."
He "delays on his homework.
It is his responsibility."
He reads more than before.
"In April (at the end of STEP)
I noticed that he particularly
began to read.
. .he flips through
the pages like you wouldn't be-
lieve," and he understands what
he reads.
Bl. "I didn't say anything. If
you didn't do it, you have to
take the consequences in the
morning.
"
I like to see her read that
kind of book, like Nancy Drew.
B2. "I'd say, oh, you got homework."
Perceived child behavior
Al. Has spelling words each week.
A2. He is taking more responsibil-
ity for getting his work done.
He plans ahead for monthly
book reports instead of doing
them the night before they are
due.
Bl. She had a lot of work at home
she didn't do in school.
"I saw her read a book, and it
was real strange." (A new ex-
perience)
.
B2. He hasn't brought anything home
since this last term six weeks
ago. He used to bring homework
home—a lot—maybe to catch up.
"Before the last month, upon
occasion, he brought his spel-
ling book. He'd try to do some
before he went to sleep."
"He'd say, oh, I did it."
(Continued)
149
Table 26 (Continued)
Perceived maternal behavior
C. "I said, 'oh, you are reading
in bed. '
"
F. We read together.
G. We don't do too much reading.
Perceived effect upon child
C. She is always doing homework.
No problem."
A couple of months ago (at
end of STEP) she started read-
in bed. She said, 'Yes, just
like you! '
"
She sometimes reads to her
little brother.
D. Finishes papers in school, so
isn't required to bring them
home.
She reads constantly to her-
self and to her brother. In
January and February she
didn't understand what she
read. Now she does.
E. "She does her homework. She
has always done it."
F. Homework has not yet started.
He is starting to read. He
reads in his room sometimes
and listens to records.
G. He had a little problem before
and wanted our help. Now he
does it on his own.
His reading is doing fine.
Table 26 can be summarized as follows: (a) With one report per
child, number of reports of improvement in parental attitude or behavior
toward child's school-related behavior— 3 out of 7 parents, (b) with one
report per child, number of reports of improvement in child's school-
related attitudes or behavior— 5 out of 7 parents, and (c) counting one
or more improvements per child, number of improvements in school-related
attitudes or behavior reported— 8 .
Only A2 saw a direct effect of her behavior upon her son's behavior.
She perceived that leaving him alone to do his homework resulted in his
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taking responsibility for doing his homework on his own. C reported a
nice vignette of encouraging her daughter’s reading in bed by simply re
marking upon it. Her daughter clearly took satisfaction emulating her
mother's reading in bed, and in her mother's noticing it.
Mothers were asked in Table 27 "to describe differences" STEP has
made
:
(1) In your child's behavior at school
(2) In your child's feelings about himself at school
(3) In your child's friendships at school.
Table 27
Mothers' Perceptions of Behavior and Attitudes at School*
Perceived maternal behavior Perceived child behavior
Al. He has always been independent.
He will go out searching for
friends.
A2. The teacher says he is more
self-confident
.
Papers are more complete than
before.
Bl. Teacher says she's getting the
work done better.
Teacher says she is working
harder at spelling.
She hasn't had "the problem
on the bus again." (Had been
denied riding bus for week be-
cause of misconduct.)
"I think she is proud of
herself for bringing her grades
Bl. We talk about reasons: her be-
havior.
B2. "I tell him, no, that's his
to do it, and if he doesn't
he's not going to accomplish
anything.
"
She says no one likes her.
B2. He doesn't bring his school
concerns home, but when he
does, he wants mother to get
involved
.
(Continued)
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Table 27 (Continued)
inatemal behavior Perceived child behavior
F. "I don't want to press it
(his deficient behavior at
school) at home. He doesn't
have a lot of time with me...
I don't think it would do a
lot of favors for him."
H. "I think it (speech problem)
isn't a thing I can help her
with.
"
"She is going to repeat sec-
ond grade. I think we handled
it better than if we hadn't
taken STEP."
Her father emphasizes her
ability to remember things once
she has gotten them, and tells
her it was the same way for
him in school.
C. She seems to do the work, be-
cause if they don't
,
they
have to take it home. Brou^t
a lot home at beginning of
year.
"In April, when I talked
with her teacher, she had got-
ten a lot better. She didn't
have to repeat things twice."
Has friends in school.
D. She finishes her work now.
"Her favorite word is 'bored"'
She is "very bright," fidgets
when she is supposed to "fol-
low the schedule." At one
time she had decided not to
finish her work.
F. "Unfortunately, he hasn't
learned that school isn't play
time." He was separated from
the class
,
but is now back
sitting next to the teacher.
"I think he has picked up a
little patience, his biggest
problem.
"
"Days when he comes home
and doesn't talk, I decide
he's been yelled at. Days
when he had a productive day,
he comes home and tells me all
about it."
H. "I think confidence and inde-
pendence is a little better,
but they still say she doesn't
work as independently as they
would like."
(Continued
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Table 27 (Continued)
Perceived maternal behavior Perceived child behavior
G. "I can't complain."
Mother talked to teacher on
phone, who said he didn't
hand in homework. Mother is
baffled because she signed
homework and can't think of
any reason her son would not
hand it in.
"I don't butt into who his
friends are. We have been
giving him the encouragement
to handle people on his own,
and not being afraid to express
how he feels about anything
without being loud and rowdy."
H. She has always had a lot of
friends, inside and outside
of school. She is a little
bossy at times.
G. He gets B or C-plus in behav-
ior.
One teacher with whom nother
says he has a personality con-
flict went from B-plus to F.
Earlier, he asked parent for
belp, but "He is not as agres—
sive and hasn't gotten in an
argument with a boy since may-
be March."
"He still tends to get loud
and rowdy .
"
*Note: None of the mothers attributed changes in their children to
changes in themselves.
Table 27 can be summarized as follows: (a) With one report per
child, number of reports of improvement in parental attitude or behav-
ior 3 out of 7 parents, (b) with one report per child, number of re-
ports of improvement in child attitude or behavior— 5 out of 7 parents,
and (c) counting one or more improvements per child, number of improved
attitudes or behaviors reported— 11.
C told a revealing story of how her own behavior had changed. One
day her daughter's teacher thrust a scribbled paper into her hand. This
time, instead of "yelling" at her daughter for embarrassing her, C asked
her why she did it. Her daughter said that she didn't like being taken
away from her friends when the tutor came, sc she scribbled on the paper
"in revenge." C then told her it was a privilege to be privately taught.
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and to get the extra help, which had to be done away from the class-
room. Her daughter remained calm.
A spoke of a conversation she had with her son’s teacher. The
teacher told the mother that A2 had told her his mother "doesn’t yell
as much" since she had been going to that parent group (STEP).
In Table 28, responses are shown to the following question:
Please describe any differences you think STEP has made in your child's
performance of school work.
Table
Mothers' Perceptions of
28
School Achievement
Perceived maternal behavior Perceived child behavior
Al. "We see his papers. We don’t
see any difference."
A2. His papers are more complete
than before.
Bl. She got a couple S’s and she
was pleased.
B2. The teacher doesn’t say any-
thing about what he is doing.
C. "She’s picked up in many sub-
jects, reading especially."
The teacher commented that
her penmanship has gotten a
lot neater.
D. Her grades this term were best
all year, because she is mak-
ing the effort. Title 1
helped tremendously.
E. "Repeating (second grade) will E. Grades are pretty much the
help her, too. When she gets same. She really plugs. She
the basics, then she should be
able to handle school with no
difficulty. We can give her
confidence.
"
has a hard time getting things.
F. "His papers have neatened up a
little."
(Continued)
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Table 28 (Continued)
F. 'In spelling, not one of his
tests showed more than 2 mis-
takes.
"There have been a few im-
provements in his report
cards .
"
G. "Grades are basically the
same.
"
Table 28 can be summarized as follows: (a) With one report per
child, number of reports of improvement in parental attitude or behav-
ior 1 out of 7 parents, (b) with one report per child, number of re-
ports in improvement in child achievement—5 out of 7 parents, and (c)
with one or more improvements per child, number of improved achieve-
ments reported—11.
Parents were unable to determine whether improvements were attribu-
ted to STEP, to the reading tutors, to teachers or to maturation.
Mothers* perceptions of children's ability to handle situations that
come up . The question asked in this last section is: Please describe
any differences you think STEP has made in your child's ability to han-
dle situations that come up in his/her life.
This question is asked to determine whether parents perceive their
children as acting more responsibly or capably after STEP than before.
It is also intended to augment the Locus of Control Measure (Pre-Primary
Nowicki-Strickland Internal-External) which seeks to find whether chil-
dren perceive things as happening to them because of chance or luck, or
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because of powerful adults, or because of their own actions.
Table 29
Mothers’ Perceptions of Their Children’s Ability to
Situations that Come up in Their Lives
Perceived maternal' behavior
21* "I don’t think I trust her
enough to be fully respons-
sible. She’s still 9. I have
to remind her of responsibili-
ties for homework."
B2
. "Because I give him leaway."
"I was pretty proud of him."
Perceived child behavior
Al. Can usually handle problems
well. He still tries to get
my attention by talking.
A2. "He is more independent as far
as problems around the house
go... he won’t come running up
and ask for help.
Bl. She sometimes says she’s not
doing the dishes
,
and we get
in arguments.
B2. "I think he is more sure than
earlier this winter."
"There was a fire in our
unit, and he was the one who
got everyone out."
He doesn’t like to tell a lie.
He ran into a car on his bike,
and the police brought him home.
He didn’t cry until he saw me.
He gives me lots of hugs and
kisses. He did before, but in
a different way. It really
seems sincere. Before, he
seemed clingy, like he was say-
ing "I love you" and "don’t go
away.
"
C. I think she has become better
at thinking things out... some-
times she has been able to
solve things.
She’ll just plug on. She is
confident
.
D. She has always played with
older children, and they’d boss
her around. Now she stands up
to them a little more.
(Continued)
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Table 29 (Continued)
Perceived maternal behavior Perceived child behavior
E. In school she can handle sit-
uations on her own, like sit-
ting in a particular seat, or
talking to the teacher.
F. Now he can be left alone in
the house and before any men-
tion of the idea would have
sent him off into shrieks.
G. See below for a report of an
unusual initiative for a ten-
year old.
Table 29 can be summarized as follows: (a) With one report per
child, number of reports of improvement in parental attitude or behav-
ior toward child's ability to handle situations— 1 out of 7 parents,
(b) with one report per child, number of reports of improvement in
child s ability to handle situations— 7 out of 7 parents, and (c) count-
ing one or more improvements per child, number of improvements in abil-
ity to handle situations— 11.
G told of an event in the life of her ten-year old son in tones of
awed respect. She said her son and other neighborhood children came
upon some duck eggs near the edge of a pond. The other children talked
later of going back to smash the eggs. G's son found out the name of
the game warden on his own, called him, and met him to take him to the
eggs. The warden moved them to a place the other children couldn't find
them.
G said she thinks her son would previously have wanted to act as he
did, but would not until recently have had the confidence to do so. On-
ly B2 attributed a changes in her son's behavior to a change in her own
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behavior.
Paternal perceptions of child behavior
. Perceptions of the two fathers
responding to the same Interview the mothers responded to will be shown
on Table 30. A comparison of the number of changes reported by each
father will be made with the number of changes reported by his spouse.
Table 30
Paternal Perceptions
Relationship with Child
Perceived paternal perception
FAl. As baseball coach: "Don't
expect son to pitch perfect.
"I refused to get caught in
the middle (with school work)
.
That's one of the biggest changes
FA2. Starting to ask him to help on
family trips. Only older brother
was formerly asked to work.
FE. "No, I haven't really noticed
any difference in how I handle
problems... maybe one time out
of 10 I can reason with her. .
I am very inconsistent.
Perceived child behavior
FAl. "Him and I have got along a
a lot better together."
FA2. He does some work when asked
and then "kind of dawdles."
FE. "I can honestly say I don't
see many differences."
"She still gets very frus-
trated."
Family Interactions
Perceived paternal perception
FAl/2. "We arrange the outings.
We all sit down and plan."
FAl. Mother "clings to" him.
FA2. "If anything," he and mother
are closer.
Perceived child behavior
FAl/2. "They know what they need
to do on Friday before we go to
the campground."
FAl. "Will do (color) one paper
perfect and the next all wrong.
He feels proud of himself even
if he did it wrong."
(Continued)
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paternal perception
FE. STEP has "unified" he and
his wife. They discuss how
to approach a problem together.
"It has affected our (wife and
husband) relationship."
Started "saving Sunday after-
noons for our whole family"
which hadn't done before.
"I've become extremely in-
volved with the kids. I think
STEP had quite a lot to do with
that kind of decision."
"At dinner time, it is more
communication and expressing
interest in other people's lives,
in kind of a conscious way."
FA2. "Likes to be appreciated and
told so... gets down on himself
about getting stupid, especial-
ly if he didn't do well on a
test."
FAl. "All his friends are girls.
Will plsy with older boys, but
they use him."
FE. The relationship between the
two children is "horrendous."
They tease and also get along
well. "When she makes him
mad, she keeps doing it and
seems to enjoy it."
"The kids are pretty smart
and they used to use our dif-
ferences against us."
School-Related Behavior that Takes Place at Home
Perceived paternal perception Perceived child behavior
FAl. "He'll do homework without
being told," but no differences
since fall.
"He's constantly getting rep-
rimanded for his behavior at
school. The teacher told us
that
.
FA2. "Over the long run, he's get-
ting more self-confidence." He
(Continued)
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Table 30 (Continued)
^hool-Related Behavior that Takes Place at HomP
Perceived paternal perception Perceived child behavior
FA2. Lets him do own work now.
"If he gets it wrong, I just
ignore it." Says wife corrects
work.
FAl. Reading.
FA2. Can't say whether "school
or me" helps in reading.
FE. Kept "close tabs on" a
speech problem. "Reading
and speech are very close."
"I'm proud of her."
Told her that he had repeated
a grade in school, too.
talks about what he got right
and what he "goofed" on.
FAl. Homework: "If he does it
wrong, it's because he wanted
to do it wrong. When he de-
cides he's going to do his
work, he does it."
FA2. Does work on his own and gets
85 to 90 percent right. Last
February he'd be constantly
"pestering" for help.
FAl. Thinks older brother helps
by "sitting there and reading."
FA2. Reads more than in February.
FE. Teacher just said E has made
"great progress" in self-reli-
ance and self-confidence, more
"than she had for a long time."
She isn't afraid to try.
She has always worked hard.
Her letters have improved dur-
ing the last few months.
She likes reading aloud to
us... She gets frustrated when
she can't read something, so
for the longest time, she
wouldn't even attempt it.
I have seen her reading by
herself, but usually she won't.
She has a lot of friends, kids
seem to like her.
Will repeat second grade.
"She accepted it great."
Perception of School Achievement
Perceived paternal perception Perceived child behavior
FA2. "He's bettered a lot of his
marks. He's improved report
cards" right along.
(Continued)
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Table 30 (Continued)
Perception of School Achievement (Continued)
Perceived paternal perception Perceived child behavior
FE. "She has made progress, work-
ing harder."
Handling Situations that Come Up
Perceived paternal perception Perceived child behavior
FAl. "He’s always handled things
pretty well."
FA2. "He’s beginning to make his
own judgments, and build his
confidence in himself." He
went to the campground owner
who is a wood-carver and started
carving something on his own.
li^st year he wouldn’t have done
anything on his own."
"He likes to fix things on
his own. He does it to help me
out. He always wants to please
me. More so now than before."
FE. "I haven’t seen any differ-
ence.
"
Table 30 can be summarized as follows
: (a) Counting one or more
improvements in relationship to each child, number of times father per-
ceived improvement in own skills or attitude—FA1/FA2 - 4, FE - 3, (b)
counting one or more improvements per child, number of times father per-
ceived improvement in skills or attitude of child/children—FA1/FA2 - 6,
FE - 6, and (c) number of times fathers cited a direct correlation be-
tween changes in their behavior and changes in their children's behav-
ior— FA1/FA2 - 2, FE - 2.
Two fathers hardly comprise an impressive sample. It is, at least,
interesting to compare response patterns of the two fathers and of their
161
wives. First, father FA1/FA2 (two sons) reported four changes in at-
titudes or behaviors that he attributed to STEP, while his wife, A1/A2,
reported eight such changes. Father FE reported three such changes
while his wife reported nine.
The same pattern holds in terms of father and mother perception of
the number of changes that they perceived in their children, although
differences between parents are not as great. FA1/FA2 reports six such
changes, while his wife, A1/A2, reports nine such changes. FE reports
six such changes while his wife reports seven.
The two fathers saw a direct correlation between changes in their
attitudes and behavior less frequently than the mothers did. FA1/FA2
saw such correlations twice while A1/A2 saw them seven times. FE also
saw them twice and E saw them six times.
Perceptions differed between A1/A2 and FA1/FA2. Each reported on
attempts to become less impatient with their son's "goofs" in baseball,
but the mother was less impressed with the father's progress than the
father was. On the other hand, the father felt that the mother might do
well to allow A2 more autonomy in doing his homework.
FA1/FA2 said that he took the course because he wanted to find ways
of continuing a warm relationship with his three boys when they become
adults. He said that he has a cold relationship with his own parents
and has been afraid of the same thing happening over again when his sons
grow up.
FE said that he took the course more out of curiosity than because
of specific problems. After at first claiming that it had made no dif-
ference in his relationship to his child or in how he handles problems.
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he went on In the Interview to cite font waye in which he believes he
had changed his behavior and six ways in which he sees his child's be-
havior as having changed. He said that he and his wife now co«nlcate
better about the children. He continued:
Well, the more we talk, the more we see littlethings happening. We have saved Sunday afternoonsfor our whole family, which we weren’t doing before
StS
extremely involved with the kids. I thinkTEP had something to do with that kind of decision
ecause it was brought up quite a bit in STEP. I
*
to^tL^kids^^ responsibilities
Summary
This research project was focused on the question of whether pro-
viding parent education to parents of Title 1 elementary students who
were at least a half grade below grade level would have an effect upon
their children's behavior and performance at school, upon parental per-
ceptions of child behavior, and upon children's perceptions of them-
selves. Five questions were asked to address this question. Data were
obtained from five measures and analyzed by means of t-tests.
Question 1 asks: Will parents perceive their children's behavior
as having been affected by the completion of a 10-week STEP workshop?
Will perceptions of parents who do not attend the STEP workshop differ
from those of parents who attend the workshop? Parental perceptions
were measured by means of the Adlerian Parental Assessment of Child Be-
havior Scale (APACBS)
.
The results of the t-test of the differences between means of the
pre-tests and the post-tests show no statistically significant differ-
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ences. Therefore, the question is answered in the negative.
Question 2 asks: Will the way children perceive their own locus of
control be affected by completion of a 10-week STEP workshop on the part
of their parents? Will perceptions of children whose parents do not at-
tend the STEP workshop differ from those children of parents who attend
the workshop? Children's perceptions will be measured by means of the
Pre-Primary Nowicki-Strtckland Internal-External Scale (PPNSIE)
.
The results of the t-test of differences between means of the pre-
tests and the post-tests showed no statistically significant differ-
ences. Therefore, the question is answered in the negative.
Question 3 asks: Will the way children perceive their own self-
concept be affected by completion of a 10-week STEP workshop on the part
of their parents? Will perceptions of children whose parents do not at-
tend the STEP workshop differ from those children whose parents attend
the workshop? Children's perceptions will be measured by means of the
McDaniel—Piers Young Children's Self-Concept Scale.
The results of the t-test of differences between means of the pre-
tests and the post-test showed no statistically significant differences.
Therefore, the question is answered in the negative.
Question 4 asks: Will teachers' perceptions of children's class-
room behavior be affected by completion of a 10-week STEP workshop on
the part of their parents? Will teachers' perceptions of children whose
parents do not attend a STEP workshop differ from perceptions of chil-
dren whose parents attend the workshop? Teachers' perceptions will be
measured by means of the Devereux Elementary School Behavior Rating
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Scale (DESBRS)
.
The results of the t-test of differences between means of the pre-
tests and the post-test showed no statistically significant differences.
Therefore, the question is answered in the negative.
Question 5 asks: Will children's scores on a measure of reading
achievement be affected by completion of a 10-week STEP workshop on the
part of their parents? Will scores of children whose parents do not
attend the workshop differ from scores of children whose parents attend
the workshop? Scores will be measured by means of the Gates-MacGinitie
Reading Test.
The results of a visual scan of tables showing pre- and post-scores
revealed no noteworthy differences. Therefore, the question is answered
in the negative.
perceptions of child behavior were measured by two means
in addition to the APACBS. A post-questionnaire was used for the inter-
vention group as well as a follow-up in-depth interview. The findings on
the parent questionnaire showed that parents perceived changes in their
children's behavior at home and at school. The findings of the in-depth
interview showed that parents saw differences in their own behavior as
well as differences in their children's behavior. Further, they per-
ceived that differences in their own behavior had a direct effect upon
differences in their children's behavior.
CHAPTER V
DISCUSSION AND CONCLUSIONS
Discussion of Research Questions
The results and findings of this research will be discussed in this
chapter. Implications of this study for school and home will be dis-
cussed, and, finally, suggestions for future research will be made.
Findings are discussed in this section under two subheadings . One
is "Data Obtained from Measures" and the other is "Data Obtained from
Questionnaires and Interviews." While the five measures used in the
study are discussed under the first subheading, the data discussed in the
second section is concerned only with parental perceptions of child be-
havior .
Data obtained from measures .
Parents* perception of child behavior . This dimension was measured
by means of the Adlerian Parental Assessment of Child Behavior Scale
(APACBS) . No convincing differences were shown between the intervention
and control groups, pre- and post-test, at the .05 level of significance.
Other STEP research has similarly failed to show statistically sig-
nificant positive differences (Villegas, 1977; Bellamy, 1979). Villegas'
sample was made up of Chicana mothers and Bellamy's of Southern Baptist
parents of indeterminate socio-economic status. McKay (1979) used a
sample of middle to upper-middle class parents, and obtained significance
at the .022 level. It can only be speculated whether socio-economic
status of parents, with its probable educational correlate, has an effect
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upon either parental ability to understand new concepts, to change be-
havior or to change perceptions of behavioral differences in their chil-
dren. If any of these factors play a role, the sample used in this
study, most of whom did not have academic education beyond high school,
could be affected.
Adlerian Parent Study Groups (APSG) are also included in the liter-
ature review. They are relevant to this study in that skills similar to
those presented in STEP are used, but the actual format of the groups may
vary widely. Four out of nine APSG studies reported an absence of signi-
ficant differences in parental perception of child behavior (Croake &
Bumess, 1975; Frazier & Matthes, 1975; Goula, 1976; Hamilton, 1979).
All but Hamilton studied middle class parents, while Hamilton studied
families living in public housing. Two studies showed significant dif-
ferences; Freeman (1972) between pre- and post-tests and Mullett (1979)
between pre- and follow-up-tests. Neither was drawn from disadvantaged
populations
.
Three other studies reported "positive changes" (Fears, 1976; Sellick,
1979; Berrett, 1975). Only Berrett drew from an educationally disadvan-
taged population of children, those who were hearing-impaired. Presence
or absence of positive findings seem to have no relationship to socio-
economic status (SES) of families.
The question arises of whether a follow-up measure would show dif-
ferences in parental perception of child behavior. It may be that the
10-week intervention allows insufficient time for the complexities of
behavior change to be perceived.
Four studies in this literature review used a measure of parental
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1. Encouragement (9 reports by 5 mothers).
2. Respect for child (7 reports by 4 mothers).
3. Ignores misbehavior (4 reports by 4 mothers).
4. Consequences (2 reports by 2 mothers).
The most frequently cited skill was "encouragement" which was also
cited by mothers in the questionnaire and discussed in the last session.
The second most frequently cited skills fell into the category of
"respect for the child." Mothers variously reported "We are truly in-
terested in what he had to say and in his opinions." starting to trust a
son’s truthfulness, giving children "more responsibilities." letting
children "solve their own problems." Although respect was not taught as
a skill, it was taught as an attitude, falling under goal B: regarding
children as equals to adults in human worth and dignity.
Although the effects are much the same as "encouragement." ("I think
they feel more important")
.
statements concerning what parents are not do-
ing any longer ("Stopped calling names." "Dad doesn't holler") also fell
into this category.
The third most frequently mentioned skill is "ignores misbehavior."
the most frequently mentioned skill in the last category, when it was
discussed. It falls under goal C. taking responsibility.
The three items mentioned under "miscellaneous" are compatible with
STEP, particularly. "I found more different ways to get my points across."
"Husband and I are more consistent" was mentioned as well as "more re-
laxed atmosphere .
"
In the first two sections, "encouragement" and "ignoring misbehavior"
were the most frequently mentioned skills.
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tend to take responsibility for doing homework.
Reports concerning homework would corroborate the above surmise.
Parents reported,
"doing homework
.
learned that his homework is his responsibility,"
. . more independently," "doing more work by himself."
Data obtained from parent interviews
.
Eternal perception of parent-child relations
. Seven nathers agreed
to be interviewed. The STEP group facilitator was also the author of this
Study
.
Questions responded to in this section were: Please describe any
differences STEP has made:
1. In your relationship with your child.
2. In how you handle problems which may come up with your children.
The two father’s responses will be cited later in the chapter.
Maternal responses showed that they perceived themselves as applying
three different skills and that their children responded with appropriate
behavior. These skills are:
1. Ignoring misbehavior (6 reports by 4 mothers).
2. Offering choices (4 reports by 4 mothers).
3. Encouragement (5 reports by 5 mothers).
4. Offering choices (4 reports by 4 mothers).
The skill most frequently cited was "ignoring misbehavior." Each
mother cited a positive response from her child/ren, which accords with
Adlerian theory. Two mothers reported that her children "don’t fight as
much," one that "they don’t argue as much," and another that her son had
"matured." These maternal reports substantiated STEP goal C: of chil-
dren taking more responsibility for themselves.
iL
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The second most frequently reported skill was "encouragement." As
parents learn these Adlerian skills, they help their children develop the
ability to handle situations that arise in their lives. Mothers reported
that their children had become "very helpful," "feeling proud." and per-
forming tasks more adequately. These skills correlate with goal B: see-
ing children as equals in human worth.
The third most frequently reported skill was "offering choices."
Mothers reported that offering choices "works," helps children to do
"better." to "discuss options" and to "cooperate without hysterics."
STEP maintains that when children learn to make choices, they learn to
direct their lives. This skill falls under goal C: taking responsibility.
In the miscellaneous category, two mothers said they had begun to
"think" before reacting to children's misbehavior, a principle advocated
by STEP. Two mothers reported using "reflective listening" more frequently
a communication skill used in STEP.
Eternal perception of interaction within the family
. The seven
mothers who had agreed to be interviewed offered responses to five items:
Please describe any differences STEP has made:
1. In relationships with brothers and/or sisters.
2. In your family.
3. Between your child and his/her mother /father.
4. In your child's feelings about him/herself at home.
5. In your child's friendships outside of school.
Responses showed that mothers perceived themselves as applying four
skills and their children responding with appropriate behavior
to those skills. These skills are:
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perception of child behavior. No differences were shown in the follow-
up measure in three of them: Bellamy (1979) studied the effects of STEP
using an eight-week follow-up measure; Hamilton (1979) studied the ef-
fects of an Adlerian Parent Study Group (APSG) using a four-week follow-
up measure; Kaplan (1977) studied the effects of P.E.T. using a follow-up
measure
.
Mullett (1978) showed a significant difference in the effect of an
APSG using a two-week follow-up measure. The literature reviewed in this
study therefore indicates that follow-up measures of parental perception
of child behavior show few significant differences.
One apparently disturbingly large statistical difference shown in
this study ^t the .0018 level of significance) is in the difference on
the APACBS pre-tests between the intervention and control groups. The
difference is in favor of the control group. Upon closer examination of
the control groups' reports of significantly superior behavior on the
part of their children, the differences may be explained in the following
way.
Considerable efforts were made to obtain similar populations for the
two groups. Parents were selected on the basis of their predisposition
to take STEP or to approve of parent education. Parents taking STEP
completed the pre-test at the time of the first course meeting. Since
they were already committed to joining the group in order to improve their
children's behavior, they were perhaps more likely to admit to perceptions
of negative behavior.
Parents in the control group, on the other hand, were mailed the
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APACBS from the school and asked to return it. Parents may have feared
the school's using the information they supplied in some unspecified
manner, such as identifying their children as having problems. Or they
may have simply wanted to convey the sense that their children were be-
having well at home. They may have, either consciously or subconsciously,
given artificially high ratings to their children's behavior at home, in
spite of the promise of anonymity contained in the covering letter.
In addition, no statistical differences between the intervention and
control groups were shown for any of the other measures used. This fact
points to the strong likelihood that parents in the intervention and con-
trol groups were similar at the start.
Children s locus of control
. Children's locus of control was
measured by means of the Pre-Primary Nowicki-Strickland Internal-External
(PPNSIE) measure. No statistically significant differences were found
between intervention and control groups for pre- or post-tests, and no
significant differences in gains from pre- to post-tests were made for
either group. The single use of a locus of control measure in the liter-
ature reviewed for this study was found in Runyan (1972). No significant
differences were found.
In the absence of further research studies using a locus of control
measure to assess the effects of STEP, Adlerian Parent Study Groups
(APSG) or P.E.T. upon children's locus of control, no empirical founda-
tion exists upon which to base speculation. There is reason to believe,
however, that the effects of time may be a factor which could only be
assessed by a follow-up measure. STEP theoretically helps parents to
help children to improve their self-concept. Studies done by Summerlin
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and Ward. (1978); Hinkle, Arnold. Croake, and Keller (1980) have shown
that children's perceptions of their own self-concept have in fact im-
proved. Similar cause and effect speculation may also be made in regard
to locus of control. STEP is designed to help parents find ways to help
their children feel more responsible for their actions. When practice
follows theory, children should perceive themselves as having increased
influence over what happens to them.
Children's self-concept ratings
. Children's self-concept was
measured by means of the McDaniel-Piers Young Children's Self-Concept
Scale. No statistically significant differences were found between in-
tervention and control groups on pre- or post-tests, and no significant
differences in gains from pre- to post-tests were made for either group.
The Meredith and Benninga (1979) STEP study was similar to this
study. No significant differences in children's self-concept were found
between groups in either study at the time of the post-test. Summerlin
and Ward (1978) in a STEP group study and Hinkle, et al., (1980) in an APSG
study did find significant differences in children's self-concept. Sum-
merlin and Ward found the significant difference at the time of a two-
month follow-up. It may be that time is needed to bring about differences
in children's self-concept.
Hinkle et al., provide supportive data. They found that parents
reported increased misbehavior on the part of their children during the
fifth week of -an eight-week APSG course and a decrease during the ninth
week. They also found significant increases in self-concept during the
ninth week.
These findings offer some insight into the slow process of change.
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SOK factors Indigenous to STEP training ,My Influence the slow pace.
First, parents are taught In Chapter One to diagnose the goals of
their children's misbehavior. In the process, parents may become more
acutely aware of misbehavior.
Secondly, It has been found (Walton, 1980) In theory and In practice
that when parents habitually let their children have their own way, chil-
dren resent a change In parental behavior. This can happen when parents
take a course and, as a result, decide to do less for their children or
to stop giving in to their demands. Such children may temporarily in-
crease their misbehavior in an attempt to influence their parents to
return to their old, permissive ways. However, when children find that
their tactics fail to bring about the desired results, they gradually
let themselves experience the gratification of acting in more competent
and responsible ways. Such a change process may well require more time
than an eight- to ten—week course allows for.
Thirdly, an autocratic parent, as Hinkle et al., (1980) point out,
may require more time for behavior change than a more democratic one.
Although children are generally relieved and respond rapidly when parents
become less autocratic and more democratic, an autocratic parent may have
•difficulty instituting those changes. Children's increase in self-
concept would in any case be expected to require some span of time after
parents have changed their behavior.
Five P.E.T. studies showed positive differences in children's self-
concept (Steam, 1970; Pelkey, 1976; Schofield, 1976; Giannotti, 1978;
Williams & Sanders, 1973). Two failed to show such differences (Larson,
1972; Andelin, 1975). These findings may be attributed to the skills
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Chat P.E.T. includes. As soon as parents learn reflective listening,
they may begin paying more attention to their children chan had previous-
ly been the case. Paying attention to what a child Is saying and feeling
la indigenous to effective reflective listening. It may quickly help
children to feel better about themselves.
Three communications skills are taught in P.E.T. during a course
lasting six or more weeks. The same three skills are covered in STEP
during two weeks. It may be that STEP attempts to cover those three
skills more rapidly than a number of parents are able to understand them
and/or to put them into effective practice.
STEP covers seven skills in all. It may also be that parents are
unable to understand and/or to put into effective practice that number
of skills by the end of 10 weeks.
^achers* perception o f children's behavior . Teachers* perception
of children's behavior was measured by means of the Devereux Elementary
School Behavior Rating Scale (DESBRS). No statistically significant dif-
ferences, pre- or post-test, were found between the intervention and
control groups, and no significant differences in gains from pre- to post-
tests were made for either group.
At first glance, it appears contradictory that this study showed no
significant differences while almost all of the studies reviewed in the
literature showed significant and/or positive differences in regard to
teacher perception of child behavior (Gould, 1979; Platt, 1971; Nelson,
1979; Nordal, 1976; Taylor, 1971; Miles, 1974; Lewis, 1978; Theimer, 1979,
Runyan, 1972). Only two studies (Clarkson, 1978; DeLaurier, 1975) failed
to show significant difference. On second glance. Nelson and Nordal each
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blurred the effect of parent training by also training teachers of the
sane children, and Lewis and Theiner each reported positive findings,
but of a limited nature.
The children in this study all had a reading achievement deficit
according to their scores on the Gates-MacGinitie Reading Tests, but did
not necessarily have behavioral deficits. In each of the studies in the
literature review except for three (Nordal, Lewis. Theimer) an initial
population of children identified as having behavioral deficits was
selected: ’'classroom problems" (Gould), "third graders needing counseling"
(Platt), "children with maladaptive behavior" (Nelson), "behavior concerns"
(Taylor), potential drop-outs" (Miles). Parents of those selected chil-
dren were then invited to participate in study groups. The surmise can
be made that significant differences are more likely to be shown when
children are selected for a study on the basis of behavioral deficits.
The surmise is reinforced by the fact that Clarkson and DeLaurier each
drew from a population of "normal" children.
Teachers perceptions in each of these studies seem to have changed
rapidly. No follow-up tests were used. An interesting, but unanswerable,
question arises of whether teachers may more easily perceive positive
differences in child behavior than parents do. In studies such as this
one, teachers do not know which children's parents are involved with
parent education. Teachers may be less emotionally invested in any given
child, and may therefore be more able to note changes in behavior.
Teachers also generally have a wider range of child behaviors with which
to compare the behavior of a given child.
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Reading achleveipent
. Reading achievenient was measured by means of
the Gates-MacGinitie Reading Tests. No significant differences, pre-
or post-test, were shown between the intervention and control groups.
It was not possible in this study to control for all of the vari-
ables affecting reading achievement. The Title 1 children were tutored
in reading for two and a half hours per week in a group of two to five
children. In addition, these children were tutored by five different
Title 1 tutors of possibly varying capabilities. At the same time, the
children were in classrooms with a dozen different teachers.
Three studies (Clarkson, 1978; Runyan, 1972; DeLaurier, 1975) in
addition to this study found no significant differences between pre- and
post-tests in teacher perception of child behavior and in reading achieve-
ment after parents had completed a parent education course. A sample of
children who tested six months below grade level was employed in this
study, while Clarkson and Runyan used an across-the-board school popula-
tion.
It is possible that a study of the effects of parent education upon
students with behavioral problems and with extremely low achievement
scores would yield significant differences. Peterson (1975) found the
contrary to be true. Parent education had a significant effect upon
achievement scores of students who had originally been selected for the
study because of their high scores, but failed to show a significant
effect upon achievement scores of students selected because of low
scores. One study, however, hardly proves or disproves a theory.
While evidence shows that parent education positively affects
teachers' perception of classroom behavior, it may not be expected to
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have the more far-reaching effect upon achievement. On the other hand,
a study including follow-up measures three or six months after comple-
tion of a parent education course might show effects upon achievement.
Such a study would appropriately screen its population for IQ so that
only those students working below ability or those with behavioral prob-
lems would be included. In that way, it would be seen whether improved
^^hievement might in fact follow improved behavior.
Data obtained from questionnaire
. During the final STEP meeting, eight
mothers and three fathers responded to an open-ended questionnaire. The
mothers and fathers, three of whom were couples, reported on a total of
10 Title 1 children.
It is shown how responses correlate with STEP's three goals;
A. To help children feel that they are significant members of
their families.
B. To learn to regard children as equals to adults in human worth
and dignity.
C. To help children as they grow to feel capable of taking respon-
sibility for handling each portion of their lives as soon as they are old
enough to do so.
Changes in relationship with child . Seven out of eight mothers re-
sponding to the questionnaire and all of the fathers checked "yes" to
noting changes in their relationship to their children. Open-ended re-
sponses to questions concerning changes in relationship were grouped ac-
cording to key words and concepts. The first question was: Have you
noticed any changes in your relationship with your child?
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Responses were grouped into the following categories, with frequen-
cies reported for each:
Children are more responsible: 9 responses (from 6 parents: 4
mothers/2 fathers)
.
Children and parents express and understand feelings: 8 responses
(7 parents: 5 inothers/2 fathers).
Changes parents found in themselves: 9 responses (4 parents:
3 mothers/l father).
The nine parents who reported that their children were more respon-
sible cited examples such as "does things a lot more on his own," "wants
to help me more," "more cooperative," "accepts tasks or chores without
any lip," "when he is given a job, he takes it a lot further." Such re-
sponses indicate that parents reported on behavior which correlates with
goal A of STEP: To help children feel they are significant members of
their families. STEP teaches that children need to feel part of the
groups to which they belong, and that the family, whether it consists
of two or ten people, is generally children's primary group. It further
teaches that people can become significant members of a group through
cooperating with other members of the group. Thus, prime importance is
attached to willingness of children to cooperate with family tasks. One
mother summed it up as she wrote of her daughter, "She wants to help me
more and feels like a useful member of the family."
Eight parents reported that they and their children better expressed
and understood feelings. One parent wrote, "I feel that I try much
harder to understand her (daughter's) feelings as well as letting her
know mine," summing up the purposes of two skills borrowed from P.E.T.
i
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Reflective listening" enables parents to understand the feelings behind
what a child says when he is expressing negative or positive feelings,
while "I-messages" are intended to express a parent's feelings. Parents
thus find that they can express their own feelings without nagging, name-
calling or making their child feel inferior. These findings correlate
with goal B; To learn to regard children as equals to adults in human
worth and dignity.
It is tempting to compare this phenomenon with the discussion earlier
in this chapter concerning the self-concept measure. It was noted that
five P.E.T. studies showed changes in children's self-concept, and improve-
ment in self-concept was related to changes in parental ability to under-
stand a child s feelings. It may be that a time lag exists between changes
in parental perception of attitudes and changes in children's perceptions
of their own self-concept. It may also be that children's self-concept is
not related to their parents' ability to understand their feelings.
Nine parental responses to the questionnaire indicated parents per-
ceived changes in themselves. Some responses reported general changes
such as "I don't yell as much," two mothers reported they "understand"
reasons for misbehavior, and one that "I cope with their problems better."
One father reported using "logical consequences."
Such responses would indicate that parental behavior was moving
toward goal B: To learn to regard children as equals to adults in human
worth and dignity. This concept suggests a golden rule for parents:
"Treat your children as you would your friends."
The ratio of positive responses of fathers to mothers was 5 to 12.
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The ratio of fathers to mothers responding was three to
ratio. Each mother and each father registered at least
sponse
.
eight, a similar
one positive re-
Changes in school-related behavior and achievemenr
. Open-ended re-
sponses were written to the second question in the questionnaire: Do
you feel that your taking STEP has made any difference in your child's
school experience? (Such as behavior, performance of school work, self-
concept of friendships?)
Responses grouped themselves into the following categories, listed
here along with the number of times each response was offered and the
number of parents with responses recorded in each category:
Children have more confidence: 5 responses (from 5 parents:
4 mothers/1 father).
Responsibility for homework: 5 responses (from 3 parents:
2 mothers/1 father)
.
School work improved: 3 responses (from 3 parents: 2
mothers /I father.
Beyond some knowledge of performance of homework, parents appeared
to have little first-hand knowledge of school performance. Five parents
perceived their children as having more confidence. Parents who are help-
ing their children to feel more confident are helping their children to
feel capable of taking responsibility for handling each portion of their
lives as soon as they are old enough to do so, or STEP goal C. Confidence
grows out of knowledge of one's own ability to perform adequately.
It stands to reason that the same children who are found by their
parents to be more responsible in their daily living at home would also
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Mothers' perceptions of their own and their chlldr.n'a school -
related behavior and achievement;
. Five out of seven parents reported
one or .nore improvements In their Title 1 child's school-related atti-
tudes or behavior. Typical reports Include "He Is taking more responsi-
bility for getting his work done
. . "Now he does It (homework) on
his own." "He Is starting to read." These comments are consonant with
goal C: To help children as they grow to feel capable of taking respon-
sibility for handling each portion of their lives as soon as they are old
enough to do so. Two parents reported seeing no improvement in their
Children's school-related behavior and offered no reasons.
Five out of seven parents reported improvements in their child's
attitude or behavior in school, but only one mother cited an example of
directly affecting her child's handling of a situation at school. Parents
couldn't tell which other factors, such as Title 1 tutoring, had helped
their children perform better. Parents typically reported, "The teacher
says he is more self-confident," "Papers are more complete than before,"
I think she is proud of herself for bringing her grades up," a mother
said a teacher reported she "doesn't have to repeat things twice." All
of the comments are consonant with goal C.
When mothers reported on their perceptions of school achievement
,
only one reported that her child's behavior changed as a result of a
change in her behavior. Five out of seven parents reported improved per-
formance of school work, but most of them were unable to say to what these
changes might be attributed. Comments were, "His papers are more complete
than before," "She got a couple of A's and she was pleased," "She's picked
up in many subjects, reading especially," "The teacher commented that her
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penmanship has gotten a lot neater." "In spelling, not one of his testa
showed more than two mistakes." All of those improvements are consonant
with goal C, but parents couldn't say whether their taking STEP or other
factors influenced the behavior changes.
Mothers' perceptions of children's ability to handle situations that
come up. Each of the seven mothers reported at least one improvement in
her child s ability to handle situations. Only one mother reported a cor-
relation between her behavior change and her child's. Either mothers
failed to establish such a correlation, failed to perceive it, or simply
neglected to report it. The latter surmise appears the most likely be-
cause mothers reported in prior sections upon a perceived cause and ef-
fect. Comments include, "He is more independent . . .," "I think he is
more sure . . .," "I think she has become better at thinking things out,"
"Now she stands up to them (older children) a little more," "Now he can
be left alone in the house . . .." One parent reported a problem situation.
The comments are consonant with goal C and also with goal A; To help
children feel that they are significant members of their families.
Paternal perceptions of child behavior and achievement . Two fathers
agreed to be interviewed. They were asked all of the questions that have
been reported under maternal responses . Thus the two husbands ' responses
can be compared with their wives' responses.
Counting one or more reports of personal improvement in relation to
children, the two husbands cited seven improvements and their wives cited
17. Counting one or more improvements per child, husbands perceived 12
improvements in their children's skills or attitudes, while their wives
cited 16. These differences may be due to several factors: (a) mothers
w.ss;
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spend none tine with their children and therefore have wore opportunity
to observe behavior and to practice new behaviors; (b) nothers assume
the major responsibility for raising children and are therefore more
aware of behavior and relationships; (c) it may be more difficult for
n>en to change their behavior, which involves the initial step of admit-
ting that existing behaviors are unsatisfactory. One wife, reporting on
her husband's resistance to change, said that a change he had made was
like winning the lottery;" (d) fathers observe changes in their children’s
behavior which may be mainly due to changes in their wives' behavior.
These fathers may not work as hard as their wives at learning the notes,
but they are aware of the music.
Those improvements that fathers cited were consonant with goal C.
Discussion of questionnaire and interview
. The question arises as to
whether parental perceptions were accurately reported in the questionnaire
and interview or whether considerations or reactivity or social desirability
(of wanting to show themselves as able learners or to impress or please the
interviewer) may have intervened. The researcher led the groups and con-
ducted the data collection.
Several responses can be given to these questions particularly in
regard to the interview: (a) parents made some responses that showed
they did not fully understand, or had forgotten, STEP skills, or they
reported they found no differences; (b) the interviewer instructed parents
to answer the interview questions honestly and not to soften any responses;
(c) parents were given as much time as they wanted or needed to respond
to the questions, allowing ample opportunity to speak their minds;
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(d) questions were asked in neutral terminology; (e) few parents knew
each other before STEP started, reducing the possibility of making group
decisions to respond favorably. The possibility would be further reduced
by the fact of their having met in three different groups; (f) the re-
searcher did not spend time after class with any parent and did not
speak with parents between classes, except when a parent had failed to
attend, in order to avoid gaining any extracurricular partisanship on the
part of any parent; (g) the post-test questionnaire and eight-week follow-
up interview yielded positive findings similar to each other; (h) the re-
laxed tenor of the interviews suggest that parents were not straining to
fabricate incidents illustrating favorable behavior changes.
Positive responses indicate that parents feel better able to direct
their children’s behavior in ways that offer increased parental satisfac-
tion and more confidence and sense of responsibility in their children.
These results are in contrast with the lack of significant results for
each of the measures used in the study
. Even when standard measures
fail to measure these differences, parents report perceiving such dif-
ferences both in the questionnaire and in the interview. Even taking an
extreme argument, that all of the details parents reported were fabri-
cated, the fact that parents felt better able to relate to their children
indicates positive changes had taken place.
Follow-up measures may have shown the same positive responses. The
Title 1 personnel were unwilling to ask control group parents to respond
to a follow-up measure. It was therefore decided to ask intervention
group parents to respond to an interview rather than to the Adlerian
Parental Assessment of Child Behavior Scale (APACBS) in order to obtain
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another dimension of data that might show differences that had taken
place.
Implications for Public Schools
No significant differences were found from pre- to post-test for
any of the five measures used in this study. This study therefore fails
to demonstrate any statistically significant effects of parent education
upon either teachers' perception of child behavior or upon reading achieve-
ment.
It is difficult to reconcile these findings with perceptions of
parents who reported a number of positive differences in their own be-
havior at home and in their children's response to that behavior. Parents
also reported positive differences in their children's behavior and
achievement at school.
The sample upon which statistical manipulations were performed was
too small for confidence in the generalizability of the findings.
Parents' perceptions of their children's school behavior and achieve-
ment are subject to many variables. If, however, parents believe that
their children are performing better in school, parents may be expected
to adopt a positive attitude toward children and to better trust them to
take responsibility for themselves. Responses to the follow-up interview
indicated that parents perceived multiple positive changes in their chil-
dren's behavior which would further indicate that their children's school
behavior and achievement are likely to undergo positive changes.
Sufficient support can be presumed to be present for making several
recommendations in regard to Title 1 children and perhaps for those
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Special Needs children who have somewhat greater needs than Title 1
children. The Gallup Poll (1977) indicates that achievement and school
behavior are among top concerns expressed by parents. Thus parents and
teachers stand in apparent need of acquiring more sophisticated skills
in order to help children toward greater self-discipline.
Parent education courses, reinforced by teacher education courses,
using parallel principles of adult-child interaction, could offer sup-
port for children. Children would be presumed to benefit from being
treated in the same consistent way at home and at school.
The cost-effectiveness of working with adults in groups is greater
than working with a single discouraged or misbehaving child. One pro-
fessional, whether that professional is a counselor, teacher or consul-
tant, can work with ten to 15 parents or teachers at a time for the same
hourly salary or fee required for working with a single child. Responses
to the questionnaire and follow-up interviews indicated that all partici-
pating parents reported from minor to major changes in their own and in
their children’s behavior.
Parent education includes a multiplier effect that is not present in
child therapy: (1) each parent is apt to have more than one child who
will also be influenced by parental changes, (2) parents tend to talk
with other parents and to arouse their interest. Thus parents informally
share the skills they have learned with other parents.
Another argument can be made in favor of parent education. An as-
sumption can be made that when a child goes from the counselor or thera-
pist back to the home environment that may well have influenced the
child's maladaptive behavior in the first place, it is easier for the
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child CO sustain improvements if the parents no longer exhibit the be-
havior that originally supported the misbehavior.
It is furthermore helpful to a child to be treated in the same con-
sistent way at home and at school. Therefore, making the same skills
available to teachers and to parents would support all children and par-
ticularly those who are discouraged.
Further, if schools are to successfully teach self-discipline, the
lack of which is often cited as the nation's number one school problem,
they might look to another front. The questionnaire and Interview showed
that parents of six to ten year old children were able to make positive
changes in their behavior in ten to 18 weeks. Had they learned the same
principles when their children were younger, their children would have
presumably experienced some greater preliminary success at home and at
school. Increasing numbers of child development experts (White, 1975;
Smith, 1977; Painter, 1971) believe that attitudes and behavior which
schools ultimately measure as intelligence become established by the time
the child is three or four years old. It is possible that the appropriate
front upon which schools can most effectively meet the discipline chal-
lenge engendered by children who are already discouraged about themselves
when they reach first grade, is through offering parent education to par-
ents of infants and toddlers.
This researcher further suggested that parents can be effectively
trained to offer parent education to other parents. A school system
could, by initially offering parent education and then offering leader-
ship training to parents who had taken the basic course, establish a
volunteer parent education network throughout the community at very
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little cost. The hourly salary or fee of one professional to provide
the original training and to ensure appropriate standards of service
delivery would be cost effective beyond any other form of service de-
livery .
Implications for STEP
The results of the post-test questionnaire and follow-up interview
with intervention group parents indicated that parents perceived positive
differences in their own behavior and that of their children following
a 10-week STEP course. More research is clearly needed. Some tentative
recommendations can be made.
1. It was difficult to attract parents to sign up for a 10-week
course. They cited a variety of commitments, including moonlighting and
P^rt-time jobs. It may be easier for low-income parents to commit them-
selves to a shorter course. For example, a limited number of skills can
be taught in an abbreviated six-week course. The skills that parents
reported using most frequently eight weeks after STEP was finished
might be selected for a shorter course. They are "encouragement,"
"offering choices" and "ignoring misbehavior." Parents reported that
having these skills enabled them to treat their children with greater
respect by offering alternatives for verbal or physical punishment.
2. Parents infrequently mentioned using P.E.T. skills during the
follow-up interview. They apparently required more than the two weeks
allotted by STEP to assimilate the three communication skills. The six-
week course just recommended might be supplemented by a second six-week
course including the three communications skills and the family meeting.
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3. Title 1 parents Informally reported gaining helpful insights
into the change process by reading "Liberated Parents/Liberated Chil-
dren" (Faber 4 Mazlish, 1974). A copy of it might be provided STEP par-
ticipants
.
4. Although Title 1 personnel did not want to ask parents for their
educational level, this researcher estimated that most of them had com-
pleted little formal education beyond high school. STEP can be success-
fully offered such parents. The post-test questionnaire and follow-up
interview indicated that they all put the skills into practice.
This research study asked whether a 10-week STEP parent education
course would have an effect upon parental perception of child behavior,
children's perception of their own locus of control and of their self-
concept, teachers' perception of child behavior and children's reading
achievement for intervention and control groups, pre— and post-test.
Measures used to assess each of the questions are The Adlerian Parental
Assessment of Child Behavior Scale (APACBS)
,
Pre-Primary Nowicki-Strickland
Internal-External Scale (PPNSIE)
,
McDaniel-Piers Young Children's Self-
Concept Scale, Devereux Elementary School Behavior Rating Scale (DESBRS)
,
and the Gates MacGinitie Reading Test. In addition, parental perception
of child behavior for the intervention group was measured by means of a
post-questionnaire and an eight-week follow-up interview.
No significant differences were shown for any of the measures be-
tween the intervention and control groups, pre- or post-test, and no
significant differences were found for the intervention or control groups.
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pre- to post-test. However, parents in the intervention group reported
changes in their own behavior and in their children's behavior on both
the questionnaire and the interview. During the interview, parents cited
differences in their own behavior which resulted in differences in their
children's behavior at home. They also cited, to a lesser degree, changes
in their children's behavior and achievement at school.
As a result, suggestions were made concerning benefits of parent edu-
1^ eddressing problems of classroom discipline and achievement for
Title 1 children and for children with somewhat greater needs. Recommen-
dations were also made for the future use of STEP.
Suggestions for Future Research
A number of suggestions can be made for similar parent education re-
search.
1. Using more follow-up measures. Follow-up measures at eight weeks
and again at six months would help to chart the curve of effects of the
intervention. Allowing two and then four months to elapse following the
intervention would tend to reduce contaminating effects of testing too
frequently. Parents would tend to forget what they had previously re-
ported, particularly in the case of an open-ended interview. Some parents
reported during the interview that they were failing to apply some of the
STEP principles eight weeks after termination of the STEP course. They
may have forgotten some of the principles, but most parents reported using
STEP skills in appropriate ways at that time.
2. Providing baby sitting to increase the number of subjects and to
facilitate stable attendance.
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3. Going to a larger school system with a large Title 1 program in
order to draw from a large pool of parents. In this way. even though ran-
dom selection might not be possible, the chances are improved of obtaining
a larger sample upon which to base statistical manipulations. Even though
a few parent education researchers have been able to find a large enough
initial sample of willing parents for random assignment to intervention
and control groups, it is conceivable that with a large enough initial
pool of parents, subjects could be randomly assigned to control and in-
tervention groups. Even when parents are willing to join a parent edu-
cation group, prior commitments govern their availability for such groups.
A. Selecting a population of children who initially have greater
behavioral or achievement deficits would presumably allow for greater im-
provement. There is some question of whether excessive deficits might
be as little amenable to change as insufficient deficits. Screening
subjects for IQ would eliminate those children who are already working
up to ability.
5. Using or developing a different measure for parental perception
of child behavior in order to bridge the discrepancy between results of
the APACBS and the questionnaire and interview. Several suggestions can
be made. (a) Use observational measures, probably by means of video-
taping parent-child tasks. It might be preferable to videotape in the
home, using as familiar a task as possible, to control for the effects of
unfamiliar environment upon parent and child; (b) Devise a paper-and-
pencil measure aimed at assessing the parents’ perception of the influence
of their behavior upon their children's behavior. For example, parents
might be asked to choose from a list of parental behaviors they believe
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they Include in their own repertory and Indicate the child response to
those behaviors. If children were ashed to do the sane thing, so« con
trol for parental perception would be established; (c) Parents night be
asked in a pre-test, post-test and follow-up test to nane the behaviors
they denonstrate toward their children and to Indicate the behaviors
with which their children respond. A slnllar post-test and follow-up-
test could be administered; (d) Parents night be asked to focus on speci-
fic behaviors taught In STEP for a follow-up measure. Behaviors taught In
STEP such as "encouragement," "logical consequences," "natural consequen-
ces," "reflective listening," might be used. An open-ended ’interview
might be used as pre-, post- and follow-up tests and later screened for
the most frequently mentioned skills.
6. Developing a new measure for teacher perception of child be-
havior. The DESBRS lists more negative than positive behaviors. A
measure is needed which is more sensitive to positive behavioral changes
rather than directing teachers' attention toward degrees of negative
changes
.
7. Finding other ways of measuring reading progress. Staffs may
be reluctant to administer the Gates-MacGinitie Test for research purposes
because it requires considerable staff time to administer. Schools may
also be reluctant to subject children to what may be considered too fre-
quent testing, or to remove them from their usual work for additional
testing. If a school tests children's reading achievement in the fall
and again in the spring, an enormous number of intervening variables can
be reflected in results of research conducted during a short portion of
that time-span.
193
other eeans of testing reading achievement are required. The amount
of voluntary reading at home and at school might be assessed by either
the amount of time spent reading or by the number of books or pages read.
If research Is conducted on children at a single grade level, weekly
records of comprehension and vocabulary skills might be used.
194
BIBLIOGRAPHY
Andelin, S. The effects of concurrently teaching parents and their
children with learning adjustment problems the principles of parent
effectiveness training. Unpublished doctoral dissertation, Utah
State University, 1975.
Andronico, M. P., & Guemey.B. G., Jr. The potential application of
filial therapy to the school situation. In Guemey, B. G.
Psycho—therapeutic agents; New roles for nonprofessionals, parents
and teachers. New York: Holt, Rinehart and Winston, 1969.
Ansbacher
,
H, L., & Ansbacher, R, R. The Individual Psychology of
Alfred Adler . New York: Harper Colophon Books, Harper & Row, 1956.
Arnold, L. E.
,
(Ed.). Helping parents help their children . New York:
Brunner /Mazel Publisher, 1978.
Auerbach, A. B. Parents learn through discussion: Principles and prac -
tices of parent group education . New York: John Wiley & Sons, 1968.
battle, E. S.
,
& Rotter, J. B. Children's feeling of personal control
as related to social class and ethnic group. Journal of Personality,
1963, 31, 482-490.
Bauer, M. T. A study of the effects of a group education program. Sys-
tematic Training for Effective Parenting, upon parental self concept
and assessment of child behavior (Doctoral dissertation, College of
William and Mary in Virginia, 1977). Dissertation Abstracts Inter -
national
, 1977, ^ 4511A.
Becker, W. C. Parents are teachers . Champaign, Illinois: Research
Press, 1971.
Bellamy, P. K. T. The short- and long-term effects of Systematic Train-
ing for Effective Parenting on perceived parental attitudes, con-
cerns, and temperament (Doctoral dissertation. East Texas State
University, 1979). Dissertation Abstracts International , 1977, 40 ,
890B.
Berrett, R. D. Adlerian mother study groups: an evaluation. Journal
of Individual Psychology , 1975, 21* 179-182.
Bialer, I. Conceptualization of success and failure in mentally retarded
children. Journal of Personality , 1961, 22, 303-320.
Brim, 0. G. Education for child rearing . New York: Russell Sage Foun-
dation, 1959.
195
4 Bronfenbrenner
Education
,
U. The disturbing changes in the American family
Digest
. 1977, 42, 22-25.
^ The
Brovm,^C.^C^ It changed my life. Psychology Today
, 1976, 10, 47-57,
Buros^ 0. K.
,
(Ed.). The seventh mental measurements yearbook. Highland
Park, New Jersey! The Gryphon Press, 1972.
Calhoun, G.
,
Jr., & Morse, W. C. Self-concept and self-esteem: Another
perspective. Psychology in the Schools
. 1977, 14, 318-322.
Calhoun, G., Warren, P., & Kurfiss, J. A comparison of the self-concept
and self-esteem of black and white boy scouts. Clearing House.
1976, 131-133.
Chance, J. E. Academic correlates and maternal antecedents of children’s
belief in external or internal control of reinforcements. In
J. B. Rotter, J. E. Chance, & E. J. Phares (Eds.), Applications of
a social learning theory of personality
. Toronto: Holt-Rinehart
,
T972!
Clarkson, P. J. Effects of parent training and group counseling on chil—
functioning in elementary school. (Doctoral dissertation.
University of Massachusetts, 1978). Dissertation Abstracts Inter-
natlonal
. 1978, 39, 4726A.
Coates, D. L. Letter to the Deputy Director of Issues, White House Con-
ference on Families. Washington, D.C.: Office of National Policy
Studies, American Psychological Association
,
1980.
Coleman, J. S. Equality of educational opportunity (A publication of
the National Center for Educational Statistics, Superintendent of
Documents Catalog No. FS5 238: 38001). Washington, D.C.: U.S.
Government Printing Office, 1966.
Combs, A. W.
,
Soper, D. W.
,
& Courson, C. C. The measurement of self
concept and self report. Educational and Psychological Measurement
,
1963, n, 493-501.
Corsini, R. J., (Ed .). Current psychotherapies . Itasca, Illinois: F. E.
Peacock Publishers, 1973.
Crandall, V. C., BCatkevsky, W.
,
& Crandall, V. J. Children's beliefs
in their own control of reinforcements in intellectual-academic
achievement situations. Child Development
,
1965, 91-109.
/ Croake, J. W. , & Burness, M. R. Parent study group effectiveness after
four and after six weeks. Journal of Individual Psychology , 1976,
32, 108-111.
196
K- E- A history and evaluation of parent edu-cation. The Parent Coordinator
. April 1977, 151-158.
Davis
,
a
50
A. J. Parent-child interaction and the socialization process:
^^^
86-09
^ analysis of the research. Contemporary Education
. 1979,
Davis. E. A.
,
program .
& McGinnis, E. Parent education: a survey of the Minnesota
Westport, Connecticut: Greenwood Press, Publishers, 1976.
DeLaurier, A. M. N. An investigation of the effect of Adlerian parent
study groups upon children's reading achievement. (Doctoral disser-tation, University of Oregon, 1975). Dissertation Abstracts TntPr-
natlonal
. 1975, 36, 4245A.
DeRosis, H. Parenting; is education necessary? The Journal of School
Health
, 1970, 40, 321-323.
Dinkmeyer, D., & McKay, G. D. Systematic training for effective parent
1^. Circle Pines, Minnesota : American Guidance Service. Inc
1976.
Dreikurs, R. Fundamentals of Adlerian Psychology . Chicago: Alfred
Adler Institute, 1953.
• Psychodynamics, psychotherapy and counseling . Chicago : Alfred
Adler Institute, 1967.
• Child guidance and education . Chicago: Alfred Adler Insti-
tute of Chicago, 1974.
vt Dreikurs, R.
,
& Grey, L. A parents' guide to child discipline . New York:
Hawthorn Books, Inc., 1970.
Dreikurs, R.
,
Grunwald, 3. B.
,
& Pepper, F. C. Maintaining sanity in the
classroom . New York: Harper & Row, 1971.
Dreikurs, R.
,
& Soltz, V. Children: The challenge . New York; Hawthorn
Books, Inc., 1964.
Dubey
,
D. R. Training parents of hyperactive children in child manage-
ment: A comparative outcome study (Doctoral dissertation. State
University of New York at Stony Brook, 1976). Dissertation Abstracts
International
,
1976, 37_, 5828B.
Dunlop, K. H. Child care and parent education: Reformist rationales for
governmental intervention. Education and Urban Society
,
1980, 12 ,
175-191.
197
Esty, G. W. The prevention of psychosocial disorders of youth:challenge to mental health, public health, and education.Journal of School Health
. 1967, 37, 19-23.
A
The
Faber, A.
,
York:
& Mazlish, E. Liberated parents /liberated children.
Grosset & Dunlap, 1974.
New
Fears, S.L. Adlerian parent study groups. The School Counselor . 1976,
Fitts, W. H. Tennessee Self Concept Scale In Buros, 0. K.
,
(Ed.), Per-
sona11ty tests and reviews . Highland Park, New Jersey: The Gryphon
irir6SS f i970 •
Frazier, F., & Matthes, W. Parent education: a comparison of Adlerian
and behavioral approaches. Elementary School Guidance and Counsel-
ing, 1975, ^0, 31-38.
Freeman, C. W. Adlerian mother study groups: Effects on attitudes and
behavior. Journal of Individual Psychology
. 1973, 31, 37-50.
Gallup, G. H. Ninth annual Gallup Poll of the public's attitudes toward
the public schools. Phi Delta Kappan
. 1977, 5^, 33-48.
• Tenth annual Gallup Poll of the public's attitudes toward the
public schools. Phi Delta Kappan
. 1978, 33-45.
Giannotti, T. J. Changes in self-concept and perception of parental
behavior among learning disabled elementary school children as a
result of parent effectiveness training. (Doctoral dissertation.
Saint John's University, 1979). Dissertation Abstracts Inter -
national
, 1979, 39, 4137A-4138A.
Gilmor
,
T. M. Locus of control as a mediator of adaptive behavior in
children and adolescents . Toronto, Canada: Department of Psychol-
ogy Reports, York University, 1976.
Ginott, H. G. Parent education groups in a child guidance clinic.
Mental Hygiene
.
1957, 82-86.
.
Between parent and teenager . The Macmillan Company, 1969.
.
Between parent and child . New York: Avon, 1971.
Glasser
,
W. Reality therapy, a new approach to psychiatry . New York:
Harper & Row, 1965.
Gordon, I. J. Early child stimulation through parent education. Final
report to Children's Bureau, Department of Health, Education, and
Welfare (PHS-R-306), Gainesville, FL: Institute for Development of
198
Human Resources, 1969. (Gordon, I. J. Parent education and par-
ent involvement: Retrospect and prospect. Childhood Education
1977, 71-78.) (a)
• Parent education and parent involvement: Retrospect and pros-
pect. Childhood Education
. 1977, 5j4, 71-78. (b)
Gordon, T. P.E.T. Parent Effectiveness Training. New York: New Ameri-
can Library, 1970.
• Human Effectiveness Training. Pasadena, California: Effec-
tiveness Training Associates, 1972.
• P.E.T. Parent Effectiveness Training. New York: New Ameri-
can Library, 1975.
Goula, J. R. The effect of Adlerian parent study groups with and with-
out communication training on the behavior of parents and children
(Doctoral dissertation. University of Arizona, 1976). Dissertation
Abstracts International
, 1976, 37^, 1985A-1986A.
Gould, E. 0. A comparison of the relative effectiveness of Adlerian
group counseling and Adlerian parent education on middle school
youth with classroom adjustment problems (Doctoral dissertation.
University of Nevada, Reno, 1979). Dissertation Abstracts Inter-
national
, 1979, 40A.
Hamilton, R. B. -A comparison of mothers' attitudes and perceptions
using two methods of Adlerian parent education (Doctoral disser-
tation, Virginia Polytechnic Institute and University, 1979). Dis-
sertation Abstracts International
,
1979, 5732A.
Hereford, C. F. Changing parental attitudes through group discussion .
Austin, Texas: University of Texas Press, 1963.
Hinkle, D. E., Arnold, C. F., Croake, J. W., & Keller, J. F. Adlerian
parent education: Changes in parents' attitudes and behaviors and
children's self-esteem. The American Journal of Family Therapy ,
1980, 8, 32-43.
International Year of the Child . Discussion papers on themes related to
lYC: Parenthood education. 1980, pp. 1-48.
Johnson, 0. G. Tests and measurements in child development: Handbook II
San Francisco: Jossey-Bass, 1976.
Kaplan, F. K. Parent education programs: A comparison of the effects of
Parent Effectiveness Training and Human Effectiveness Training on
parent social competence (Doctoral dissertation. University of Tor-
onto, 1977). Dissertation Abstracts International , 1977, 3^, 3521B.
199
Kardiner A. New horizons and responsibilities of psychoanalysis.
American Journal of Psychoanalysis
. 1958, 18, 115-126.
Katkovsky, W.
,
Crandall, V. C., & Good, S. Parental antecedents of
children s beliefs in internal-external control of reinforcements
in intellectual achievement situations. Child Development. 1967.
38
,
766—776. ’
Keniston, K., & The Carnegie Council on Children. All our children:
The American family under pressure
. New York: Harcourt Brace
Jovanovich
,
1977.
Lamb, J., & Lamb, W. Parent education and elementary counseling
. New
York: Human Sciences Press, 1978.
^
Larson, R. S. Can parent classes affect family communications? The
School Counselor
. 1972, 261-270.
Lewis, A. G. The impact of parent effectiveness training on parent
attitudes and children's behavior (Doctoral dissertation. University
of the Pacific, 1978). Dissertation Abstracts International, 1978,
7245A-7246A.
~
Littell, W. M. Comments on the Devereux Elementary School Behavior Rat-
ing Scale. In 0. K. Buros, The seventh mental measurements year-
book . Highland Park, New Jersey: The Gryphon Press, 1972.
Loeb
,
R. G. Concomitants of boys' locus of control examined in parent-
child interactions. Development Psychology
, 1975, jJ, 353-358.
MacGinitie, W. H., Kamons, J., Kowalski, R.
,
MacGinitie, R. K., & Mackay,
T. Gates-MacGinitie reading tests. Second edition. Boston:
Houghton-Mif flin Co., 1978.
Mayeske, G. W., & Beaton, A. E. Special studies of our nation's students
Washington, D.C.: U.S. Department of Health, Education, and Welfare
1975. (Gordon, I. J. Parent education and parent involvement:
Retrospect and prospect. Childhood Education, 1977, 54
,
71-78.)
McDaniel, E., Ames, C., Anderson, J., Cicirelli, V. Kane, R., Lohman, J.,
Moe, A., & Wheatley, G. Longitudinal study of elementary school
effects: Design, instruments and specifications for a field study.
Final report DANC 19-77-G-0019 . Purdue, Indiana: Purdue Research
Foundation, 1973, 341 pp.
McKay, G. D. Systematic training for effective parenting: Effects on
behavior change of parents and children. (Doctoral dissertation.
University of Arizona, 1976). Dissertation Abstracts International ,
1976, 37, 3423A.
200
McKay, G. D., & Hillman, B. W. An Adlerian multimedia approach to parent
education. Elementary School Guidance & Counseline. 1979 14
28-35. ’ —
’
R.
,
& Benninga
,
J. S. Counseling with parents to benefit
children. Elementary School Guidance & Counseling . 1979, 36-42.
Miles, J. M. A comparative analysis of the effectiveness of verbal rein-
forcement group counseling and Parent Effectiveness Training on cer-
tain behavioral aspects of potential dropouts. (Doctoral disserta-
tion, Auburn University, 1974). Dissertation Abstracts International,
1974, 35, 7655A.
Mullett, W. E. The effectiveness of counselor and paraprofessional led
Adlerian parent study groups using traditional and non-traditional
instructional methods (Doctoral dissertation. West Virginia Univer-
sity, 1978). Dissertation Abstracts International
,
1978, 3^, 4735A.
Nelsen, J. W. The effectiveness of Adlerian parent and teacher study
groups in changing child maladaptive behavior in a positive direc-
tion (Doctoral dissertation. University of San Francisco, 1979).
Dissertation Abstracts International
,
1980, 601A.
New York Times . Study sees changes in the family by 1990. May 22,
1980.
. Poll finds people feel family life on decline. June 2, 1980.
Nordal, K. C. The effects of Adlerian parent training and child counsel-
ing on learner self-concept and behavior of preschool children.
(Doctoral Dissertation, University of Mississippi, 1976) . Disser-
tation Abstracts International
,
1976, 1469A.
Nowicki, S., & Duke, M. P. A pre-school and primary internal-external
control scale. Developmental Psychology , 1974, 874-880.
Nowicki, S., Jr., & Strickland, B. R. A locus of control scale for
children. Journal of Counseling and Clinical Psychology , 1973,
148-154.
Painter, G. Teach your baby . New York: Simon and Schuster, 1971.
Parenthood education. Discussion papers on themes related to the Inter-
national Year of the Child. International Year of the Child , 1979,
1-19.
Patterson, G. R. Families . Champaign, IL: Research Press, 1977.
Patterson, G. R., & Gullion, M. E. Living with children: New methods
for parents and teachers (Rev. ed.). Champaign, Illinois: Research
Press, 1971.
201
effectiveness training and teachereffectiveness training on student self-image (Doctoral dissertationUniversity of Southern California, 1977). Dissertation Abstr^rts
International
. 1977, 37, 5590.
—
Peterson, K. S. Parent intervention effect on achievement self-concept
and internal and home responsibilities in elementary school stu-dents (Doctoral dissertation. University of Arizona, 1975) . Dis-
sertation Abstracts International
. 1975, 36, 5055A.
'
Platt, J. M. Efficacy of the Adlerian model in elementary school counsel-
ing* Elementary School Guidance and Counseling
. 1971, 6, 86-91.
Polit, D., & Hungler, B. Nursing research; Principles & methods
. Phila-
delphia: J.B. Llppincott Co., 1978.
Rotter, J. B. Generalized expectancies for internal versus external
control of reinforcement. Psychological Monographs . 1966, 80,
(1, Whole No. 609).
Runyan, A. J. Parent education with families of children with extreme
reading problems. (Doctoral dissertation. University of Oregon,
1972). Dissertation Abstracts International
. 1973, 33, 5499A.
Sellick, S. B. Effects of three modalities for Adlerian parent study
groups upon mothers' attitudes. (Doctoral dissertation. University
of Arizona, 1979). Dissertation Abstracts International, 1979,
40, 614A-615A.
Smith, H. W. Survival handbook for preschool mothers . Chicago: Follett
Publishing Company, 1978.
Solomon, D., Houlihan, K. A., Busse, T. V., & Parelius, R. J. Parent
behavior and child academic achievement, achievement striving and
related personality characteristics. Genetic Psychology Monographs,
1971, 173-273.
Spivack, G., & Swift, M. Devereux Elementary School Behavior Rating
Scale Manual . Devon, Pennsylvania: The Devereux Foundation, 1967.
Steam, M. B. The relationship of parent effectiveness training to
parent attitudes, parent behavior and child self-esteem. (Doctoral
dissertation. United States International University, 1970). Dis-
sertation Abstracts International
,
1971, 3^, 1885B.
Stolzoff, G. H. Parent training approaches: A follow-up evaluation of
Parent Effectiveness Training, Adlerian study groups, and behavior
modification (Doctoral dissertation, California School of Profes-
sional Psychology, Los Angeles, 1979). Dissertation Abstracts
International
,
1980, 701B.
202
Strickland, B. R. Locus of control and competence in children. Paperpresented at the American Psychological Association meetings, 1972.
—
• Internal-external control of reinforcement. In Blass, T. (Ed.)Personality Variables and Social Behavior
. Hillsdale, New Jersey:
Lawrence Erlbaum Associates, Inc., 1977.
Summerlin, M. L., & Ward, G. R. The effect of parental participation in
a parent group on a child’s self-concept. The Journal of Psvcholoev
1978, J^, 227-232. —
^
Swift, M. S., & Spivack, G. Clarifying the relationship between academic
success and overt classroom behavior. Exceptional Children. 1969
36, 99-104.
A' Tavormina, J. B. Basic models of parent counseling: A critical review.
Psychological Bulletin
. 1974, 827-835.
• Relative effectiveness of behavioral and reflective group
counseling with parents of mentally retarded children. Journal of
Consulting and Clinical Psychology
. 1975, 22-31.
Taylor, W. F. Direct vs. indirect intervention in elementary group
counseling (Doctoral dissertation. University of Akron, 1971)
.
Dissertation Abstracts International
, 1971, y^, 1869A.
Taylor, W. F., & Hoedt, K. C. Classroom-related behavior problems:
Counsel parents, teachers, or children? Journal of Counseling
Psychology
, 1974, 3-8.
Theimer, W. C., Jr., & Gates-Lewis, A. P.E.T. with rural-suburban popu-
lation. Paper presented at the annual meeting of the American
Educational Research Association, San Francisco, California, April
8-12, 1979. In Resources in Education
,
October-December 1979, 14
,
140.
Tramontana, M. G.
,
Sherrets, S. D., & Authier, K. J. Evaluation of
parent education programs . Journal of Clinical Child Psychology ,
1980, 9, 40-43.
Villegas, A. V. The efficacy of Systematic Training for Effective Par-
enting on Chicana mothers (Doctoral dissertation, Arizona State
University, 1977). Dissertation Abstracts International , 1977, 38 ,
1236A-1237A.
Wallbrown, J. D., Wallbrown, F. H., & Blaha, J. The stability of teacher
ratings on the Devereux elementary school behavior rating scale.
The Journal of Experimental Education , 1976, pp. 20-22.
203
Walton, F. X. Vanning teenagers over In home and school
. ColumbiaSouth Carolina: Adlerian Child Care Books, 1980.
Ike first three years of life . New York: Avon Books,
1978 •
Wichern, F., & Nowicki, S. Independence training practices and locus
of control orientation in children and adolescents. Developmental
Psychology
. 1976, U, 77. ^
Williams, B. F., & Sanders, B. A comparative study of the relative ef-
fectiveness of parent effectiveness training and a program of be-havior modification. Research Study, Alamance County, North Caro-
line, 1973. (Available through ETI Research Library)
.
APPENDIX A
Adlerian Parental Assessment of Child Behavior
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ADLERIAN PARENTAL ASSESSMENT OF CHILD BEHAVIOR SCALE
1. Has to be called more than
bed in the morning.
once to get out of
2. bets dressed for school wi thout being remi nded
3. Remembers to take lunch money, books,
school
.
etc. to
4. Leaves for school without being reminded.
5. Makes helpful suggestions
di scuss ions
.
dur i ng fami
1
Y
>-
<
3:
1
1
1
1
1
2 3
2 3
2 3
2 3
2 3
</»
Ui£O
v>
1>
4
4
4
4
£O
o
-J
Ui
i/>
5 6
5 6
5 6
5 6
5 6
7
7
7
7
7
6. Involves you in resolving verba 1 arguments with
other children (for example: brothers or sisters,
or children in the neighborhood.)
7. Involves you in resolving physical fights with
other children (for example: brothers or sisters,
or children in the neighborhood.)
1 2 3 4 5 6 7
1 2 3 4 5 6 7
7
7
(OVER)
A Copyr'igKt 1?76 (Reprinted by permission of zhe author)
8. Does chores wi thout being reminded.
9 . Figures out solutions to his/her own problems.
VERY
SELDOM
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Your Identified child:
10. Changes behavior when told that It bothers you. 1 2 3 1* 5 6 7
1 1
.
Puts dirty clothes in hamper without being
reminded.
1 2 3 U 5 6 7
12. Argues wi th you.
1 2 3 k 5 6 7
13. Leaves belongings scattered around the house. 1 2 3 k 5 6 7
1A. Interrupts you at inappropriate times. 1 2 3 k 5 6 7
15. Is on time for meals.
1 2 3 k 5 6 7
16. Eats most foods offered without being coaxed. 1 2 3 k 5 6 7
17. Has table manners which are acceptable to you. 1 2 3 k 5 6 7
18 . Tattles on other children (for example: brothers
or sisters, or children in the neighborhood.)
1 2 3 4 5 6 7
19. Throws temper tantrums.
1 2 3 4 5 6 7
20. Shares problems (s)he is facing with you. 1 2 3 4 5 6 7
21
.
Is considerate of your feelings. 1 2 3 4 5 6 7
22. Requests help on tasks (s)he can do independently. 1 2 3 4 5 6 7
23. Cleans up after snacking without being reminded. 1 2 3 4 5 6 7
2^4. Behaves in such a way that you find yourself
fee ling hurt
.
1 2 3 4 5 6 7
25. Behaves in such a way that you find yourself
fee 1 i ng annoyed
.
1 2 3 4 5 6 7
26. Behaves in such a way that you find yourself
feeling discouraged, believing that the child
cannot improve.
1 2 3 4 5 6 7
27. Behaves in such a way that you find yourself
fee 1 i ng angry.
1 2 3 4 5 6 7
28. Stays with difficult tasks until they are
comp 1 eted
.
1 2 3 4 5 6 . 7
29. Disturbs you when you are driving. 1 2 3 4 C> 6 7
30. Remembers where (s)he puts belongings. 1 2 3 4 5 6 7
31. Has to be told more than once to go to bed. 1 2 3 4 5 6 7
32. Is quiet after going to bed. 1 2 3 4 5 6 7
VERY
SELDOM
APPENDIX B
Preschool and Primary Nowicki-Strickland
Internal-External Scale
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APPENDIX C
McDaniel-Piers Young Children's Self-Concept Scale
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1. Bird
2. Appls
3. Boot
4. Cat
5. Wag
6. Bug
7. Car
8. Spoon
9. Baakst
10.
.
Dog
11. Plah
12. Book
13.
14. Star
15. Boat
16. Cup
17. Flower
18. Baaeball
19. Ice Cream Cone
20. Doll
I am often sad.
Meeting new people scares me.
I am afraid when we have tests in school.
I am often blamed when sonethlng goes wrmg.
I cause trouble to ny family.
I am stzmg.
I think up good thln^ to do.
I am an laportant member of ny family.
If I have a hard time doing scnethlng,
I am good In rry schoolwork.
do many bad things,
behave well at heme,
am an laportant member of ny class,
have pretty eyes.
am mean to the other children In ay family.
M/ ftdends like .the things I think up.
I often get Into trouble.
I am often upset.
I feel left out of things.
I have nice hair.
I stop doing It.
New turn your answer sheet over.
21. Bird
22. Apple
23. B(Mt
24. Cat
25. Flag
26. Bjg
27. Car
28. Spoon
29. Basket
30. Dog
31. Fish
32. Book
33. Tree
34. Star
35. Beat
36. Cup
37. Flower
38. Baseball
39. Ice Cream Cene
40. Doll
I have a nice looking face.
I am often aean to other people.
classmates like the things I think up.
I am goodlooking.
I get Into a lot of fights.
I am a gtod reader.
I sometimes think about doing things that I know I shouldn't.
classmates make fun of me.
It is hard for me to make friends.
I am among the last to be chosen for games.
I am lucky.
My parents tlilnk I should do better than I do.
I am happy.
yfy family Is disappointed In me.
I wish I were different.
I am smart
.
I want ny 'jm way most of the time.
When I try to rake something, everything seems to go -wrong.
I hate school.
I am always drepplng or breaking t.hlngs.
Adipltd from tht Pitrt-Hgfnt Ch<<^«n i S«lf-Conc90t Sai>« May not bo rtoroduevd without wfitttn pormtuion of th«
0#i9iA«l •Ulhori.
SELF-CONCEPT
Grades 1-3
Administration of* Questionnaire
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As the answer sheets are distributed, the teachershould see that each student has a pencil and that thestudent s first and last name is printed on the sheet.
Draw on the board; Yes No
Yes No
Then say:
1. Today I am going to ask you some questions
about how you feel about yourself. I want you
to tell me how you really feel , not how you
to be. It will be a big help to knowhowyou really feel about yourself."
2, I will real you a sentence. The sentence may
be true of you or it may not be true of you.
If the sentence is true of you, circle the yes .
If the sentence is not true of you, circle the
no.
3« Let s look at the blackboard to see how to mark
your answers. If I read the sentence, "I like
candy," this sentence would be true of most
of you, so you would circle the yes (teacher
circle yes)
.
4. Let's take another example: If I read the
sentence, "I feel tired most of the time," you
would circle the yes (point to the yes) if you
feel tired most of the time. If you don't
feel tired most of the time you would circle
the no (teacher circles no).
5 . Now look at these pictures on your answer
sheet (point to one). These are to help you
find your place. Let's try the first ques-
tion. Point to the bird on your sheet. (Read
item 1) . Circle the yes if this is true for
you. Circle the nn if this is not true for you.
(Continue with next question)
APPENDIX D
Devereux Elementary School Behavior Rating Scale
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DEVEREUX ELEMENTARY SCHOOL
BEHAVIOR RATING SCALE *
1. Base rating on student's recent and
current behavior.
2. Compare the student with normal
children his age.
3. Base rating on your own experience
with the student.
4. Consider each question independ-
ently.
5. Avoid interpretations of "uncon-
scious" motives and feelings.
6. Use extreme ratings whenever
warranted.
7. Rate each item quickly.
8. Rate every question.
Consider only the behavior of the student over the
past month.
The standard for comparison should be the average
youngster in the normal classroom situation.
Consider only your own impression. As much as
possible, ignore what others have said about the
student and their impressions.
Make no effort to describe a consistent behavioral
picture or personality. It is known that children
may show seemingly contradictory behavior.
As much as possible, base ratings on outward be-
havior you actually observe. Do not try to interpret
what might be going on in the student's mind.
Avoid tending to rate near the middle of all scales.
Make use of the full range offered by the scales.
If you are unable to reach a decision, go on to the
next item and come back later to those you skipped.
Attempt to rate each item. If you are unable to rate
a particular item because it is not appropriate to the
child in question, or because of lack of information,
circle the item number.
COPvBICmT TmC DCvCReuX FOUNDATION. DEVON '967
Th* prtpororien of ihii pubiicstien wot tuoport«d m pert bv 6«i«pr<n
Cront —33 -At- 7410- 3023 from iho Office sf Edwcpnen. U.S. Deportment
of Meelih. Edwcotien 4 Welfare.
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YOU ARE GOING TO RATE THE OVERT BEHAVIOR OF A STUDENT. FOR ITEMS 1-26 USE THE RATING
SCALE BELOW. WRITE YOUR RATING (NUMBER) FOR EACH ITEM IN THE BOX TO THE LEFT OF THE
ITEM NUMBER.
Very frequently Often Occasionally Rarely Never
5 4 3 2 1
COMPARED WITH THE AVERAGE CHILD IN THE NORMAL CLASSROOM SITUATION. HOW OFTEN
DOES THE CHIU). .
.
Rating Item Rating Item
1. Start working on something before
getting the directions straight?
2. Say that the teacher doesn't help him
enough (1. e.
,
won't show him how to
do things, or answer his questions)?
3. Bring things to class that relate to
current topic (e.g.
,
exhibits, collec-
tions, articles, etc.)?
4. Tell stories or describe things in an
interesting and colorful fashion (e. g.
,
has an active imagination, etc.)?
5. Speak disrespectfully to teacher (e.g.
,
call teacher names, treat teacher
as an equal, etc.)?
6.
Initiate classroom discussion?
7.
Act defiant (i. e.
,
will not do what he
is asked to do, says; "I won't do it")?
14. Tell stories whicn are exaggerated and
untruthful?
15. Give an answer that has nothing to do
with a question being asked?
16. Break classroom rules (e.g.
,
throw
things, mark up desk or books, etc.)?
17. Interrupt when the teacher is talking?
18. Quickly lose attention when teacher
explains something to him (e. g. , be-
comes fidgety, looks away, etc.)?
19. Offer to do things for the teacher
(e. g. , erase the board, empty the pen-
cil sharpener, open the door, get the
mail, etc.)?
20. Makes you doubt whether he is paying
attention to what you are doing or say-
ing (e.g., looks elsewhere, has blank
stare or faraway look, etc.)?
8.
Seek out the teacher before or after
class to talk about school or personal
matters ?
9.
Belittle or make derogatory remarks
about the subject being taught (e. g. .
"spelling is stupid") ?
21.
Introduce into class discussion per-
sonal experiences or things he has
heard which relate to what is going on
in class?
22.
Get openly disturbed about scores on a
test (e.g.
,
may cry, get emotionally
upset, etc.)?
10.
Get the point of what he reads or hears
in class?
11.
Have to be reprimanded or controlled
by the teacher because of his behavior
in class?
12.
Poke, torment, or tease classmates’’
23.
Show worry or get anxious about know-
ing the "right" answe'^s?
24.
Look to see how others are doing
something before he does it (e. g.
,
when teacher gives a direction, etc.)?
25.
Complain teacher never calls on him
(e.g. , that teacher calls on others
first, etc.)?
13.
Annoy or interfere with the work of his
peers in class?
26.
Make irrelevant remarks during a
classroom discussion?
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FOR ITEMS 27-47 USE THE RATING SCALE BELOW;
EIxtremely
7
Distinctly
6
Quite a bit Moderately A little
S 4 3
Very slightly
2
Not at all
1
COMPARED WITH THE AVERAGE CHILD IN THE NORMAL CLASSROOM SITUATION. TO WHAT
DEGREE IS THE CHILD. .
.
Rating Item Rating Item
27. Unable to change from one task to an-
other when asked to do so (e. g. . has
difficulty beginning a new task, may
get upset or disorganized, etc. ) ?
28. Oblivious to what is going on in class
(1. e.
.
not "with it. " seems to be in own
"private" closed world)?
29. Reliant upon the teacher for directions
and to be told how to do things or pro-
ceed in class?
30. Quickly drawn into the talking or noise-
making of others (i. e.
.
stops work to
listen or Join in) ?
31. Outwardly nervous when a test is
given?
32. Unable to follow directions given in
class (i. e.
,
need precise directions
before he can proceed successfully) ?
33. Sensitive to criticism or correction
about his school work (e. g.
.
gets
angry, sulks, seems "defeated", etc.)?
34. Prone to blame the teacher, the test,
or external circumstances when things
don't go well?
35. Abie to apply what he has learned to a
new situation?
36. Sloppy in his work (e. g. , his products
are dirty or muked up, wrinkled, etc.)?
37. Likely to know the material when
called upon to recite in class?
38. Quick to say work assigned is too hard
(e. g. , "you expect too much, " "I can't
get it, " etc. ) ?
39. Responsive or friendly in his relation-
ship with the teacher in class (vs.
being cool, detached or distant) ?
40. Likely to quit or give up when some-
thing is difficult or demands more than
usual effort?
41. Slow to complete his work (i. e. , has to
be prodded, takes excessive time)?
42. Swayed by the opinion of his peers?
43. Difficult to reach <e. g. , seems pre-
occupied with his own thoughts, may
have to call him by name to bring him
out of himself)?
44. Unwilling to go back over his work?
COMPARED WITH THE AVERAGE CHILD IN THE NOR^L CLASSROOM SITUATION, TO WHAT
DEGREE DOES THE CHILD...
45.
Like to be close to the teacher (e. g.
,
hug or touch the teacher, sit or stand
next to teacher, etc.)?
46.
Have difficulty deciding what to do
when given a choice between two or
more things?
47.
Rush through his work and therefore
make unnecessary mistakes?
- 3 -
APPENDIX E
Letter to Title 1 Parents Announcing
Parent Advisory Council Meeting
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January 2, 1980
Dear Title I Parents:
I think that we have something that will interest you at our meet-ing Wednesday January 9, 1980. Title 1 parents have bLn saying thatthey would like an activity that will bring you together and Lso giveyou a chance to focus on your children. Just such an opportunity will
January Parents Advisory Council (PAC) meeting onednesday, January 9 at 7:30 p.m. at the Cold Spring School cafeteria.
of you know that Gary Millett and others have been offeringSTEP groups (it stands for "Systematic Training for Effective Parent-ing ) for parents during the past few years. Now STEP is being offeredfor you parents, starting at the end of January and running for ten
weeks. A group is small and meets for two hours each week.
STEP helps parents increase their understanding of their child's
behavior and how to respond in ways that will promote mutual trust be-
tween parent and child. Parents look at ways they can be firm but kind
while giving their children encouragement to mature and handle their
own lives responsibly.
Polly de Sherbinin, who is experienced with STEP, will offer STEP
especially for Title I parents. She will attend the Wednesday, January
9 meeting to talk about what parents have gotten out of STEP and to an-
swer your questions. Refreshments will be served.
One or two groups may meet, either during the day or in the even-
ing, depending upon the times that are convenient for most parents.
There is no charge. Baby sitters will be provided, either at the STEP
meeting place, or at your home. STEP will meet somewhere in the commun-
ity.
The Title I tutors will also be taking STEP.
Hope to see you Wednesday.
Norma Vosburgh
Title I Coordinator
Al’PKNDIX F
Press Release and Flyer
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SPECIAL TITLE I PAG MEETING
A SPECIAL OPPORTUNITY IS BEING OFFERING TITLE I
PARENTS AT THE JANUARY TITLE I PAG MEETING. STEP IS
BEING OFFERED ESPECIALLY FOR THEM.
PARENTS WILL HAVE AN OPPORTUNITY TO HEAR ABOUT
STEP, WHICH STANDS FOR "SYSTEMATIC TRAINING FOR
EFFECTIVE PARENTING" AND TO ASK QUESTIONS. STEP
HELPS PARENTS INCREASE THEIR UNDERSTANDING OF THEIR
CHILD'S BEHAVIOR AND HOW TO RESPOND IN WAYS THAT
PROMOTE B/IUTUAL TRUST. IT IS SIMILAR TO STEP GROUPS
THAT GARY MILLETT AND OTHERS HAVE HELD.
THIS INFORMATIONAL MEETING ON STEP WILL BE HELD
ON WEDNESDAY, JANUARY 9 AT 700 P.M. AT COLD SPRING
SCHOOL.
APPENDIX .G
Program for Introductory Presentation at
the Parent Advisory Council Meeting
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AN INTRODUCTORY PRESENTATION
MADE TO PARENTS
CONCERNING STEP GROUPS
The following material outlines one way in which STEP
has been presented, with high acceptance, to a group of
parents
.
THE PARENT EDUCATOR :
Personal experience t Raised four children. Greatly wished
STEP had been available when they were young. Worried because
wanted to bring children up differently than brought up herself,
^t didn't feel sure of success of what was doing. Picked up
ideas here and there, but no consistent philosophy was available.
It is gratifying to meet with groups of parents as they
find more satisfying ways to be with their children.
Child-rearing i For all of us, child-rearing is the most
complicated job of our lifetimes and few opportunities are of-
fered to share problems and to learn more about what to do
about them. Almost all jobs these days require some training,
even those that are far less complex than child-rearing.
Responsible children ; STEP groups are for all parents who
are working at raising responsible children in today's society.
Joining a STEP group shows you want to do right by each child,
just as you did from the day each was born, and you want to
see if there are some possibilities you haven't thought of so
far.
Most parents who have taken STEP say they have more good
times and fewer hassles with their children. They also have
fev/er moments of uncertainty.
What STEP groups are likei The group is for discussing
and practicing ways that help develop good relationships with
your children. You practice at home some things you are learn-
ing in the group and share with the group how it worked out
for you. Parents in the group can help each other solve
problems.
(PASS AROUND THE HAND-OUT ON STEP)
Looking at the hand-out ; The following questions were
used to get conversation startedi
1. Does reading any of these aims for STEP make you
think of any aims that you have for a child at home?
2. Do you ever feel that you can't understand your
child and why he/she does things?
?ourchUd? ^
4. Do you ever wonder how to speajt respectfully to eachOther have a household in which adults and childrendo their share of work?
5- Do you ever wonder how to get your children to reallylisten to what you have to say?
.»
Wha^ would parents like to get out of STEP? Ask parentshave ^y situations with their children they wouldlike to be able to change. When they come forward with re-
sponses, the following can be donei
1. Use reflective listening as they talk.
2. They are asking for help. Since it is difficult tobriefly explain some of the STEP skills in a short
time without getting into some resistance over some
of the ideas (parents have done none of the reading
at this time and there is little time for offering
the content of the course)
, it is best to assure
them that STEP is geared to finding solutions to
their concerns. Responses such as the following
are helpful
i
"STEP is set up to help you."
"STEP has ideas about how to deal with that."
"STEP can help you solve that problem."
"Mainy parents like you have been helped to
solve that problem."
3. Ask the parents present who have taken STEP whether
STEP helped them with any of the problems that have
been brought up by the audience.
Listening to a tape i If the STEP lesson 1 tape is avail-
able, one or more episodes can be presented. (If no tape is
available, persons present who would not mind reading the ac-
companying type-scripts could be asked to read them.)
Each tape can be introduced by saying something like,
"Here is a situation which sounds familiar to many parents."
The tapes include:
1. A child resisting picking up his room.
2. Bedtime.
3. A child begging to have a friend sleep over.
Afterwards, it may be helpful to talk about power str'.ig -
gles by saying that power is okay. We all have power when we
drive a car or when we buy something, or when people respect
us for what we have done. A power struggle is different. It
is v/hen two people fight for power. It is like two people at
opposite ends of the rope when neither will let go. STEP
helps us to know what to do to avoid a situation like that.
Breaking up into small groups ; If the group is large
and if enough persons are present who are familiar with STEP,
it could be comfortable for parents to have a chance to talk
in small groups. Encouragement is a good topic to discuss.
my
Some examples you might offer follow.
1» "Math is hard tonight”
reply, "I know it’s difficult, but you have
like that before," or "Keep drying.You 11 make it. (Parents present may have othersuggestions xo make). xn
Your child has just helped clean the kitchen.
responses, "Thanks for your help. You madejob easier,
_
or 'I appreciate your help."
worried about doing badly in a test tomorrow,
response: "It’s a challenge, but you can make it.Ohild brings paper proudly home from school.Potently responses, "I like the way you handled that" orglad you are pleased with that."
5* Child brings paper home from school that is not as good ashe/she would like.
Potential response, "You’ve learned a lot since last week,"®r if he/she has worked hard on it, "I can see you workedhard on it. Keep it up.;"
. .
-
prefer to offer their own examples of when their
children were discouraged.
2 .
3 .
4.
PARENTS WHO HAVE TAKEN STEP
They have probably done a good deal of contributing up to
this point. In any case, this is their chance to say how STEPhelped them in their relationship with their children, and how
it helped their children.
SCHOOL GUIDANCE COUNSELOR OR PSYCHOLnr.TST
The guidance counselor, psychologist, an administrator or
teacher may be available to tell how they see STEP as having
helped children.
PASS AROUND THE SIGN-UP SHEET
Let pairents know that you would enjoy having them in a
group. Groups are limited to 10-12 parents because there will
be a lot of chance to share experiences. Any questions about
the groups or about the sign-up form? Include a portion that
indicates the times the facilitator is available, asking parents
to indicate how many of those times they are available. Tell
them you v/ill let them know which time proves to be the best for
the largest number of parents. Offer details of meeting place,
cost, if any, and baby sitting, if any.
APPENDIX H
Sign-up Sheets at Parent Advisory Council Meeting
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FOR JOINING A STEP GROUP
i
(Please first read the entire sheet and
portion that may apply to you.)
then fill out any
(Note to ^y husbands and wives who may be here together*
each fill out a separate sheet, please.)
I would like to sign up now for a STEP group starting
at the end of January or the first of February andlasting for 10 weeks.
Name*
Address*
^
Telephone*.
The following times aire convenient for me*
(Note* Baby sitting will be available.)
.
Won. lues. Wed. Th. Fri.
lu a..m.-
12 noon
12 noon
2 p.m.
2 p.m.-
4 p.m.
7:30 p.m.-
9:30 p.m.
QCheck times that are
convenient for you.
-v^
0
'Add^©or(^if you
know certain times
are first most con-
venient, second
most convenient, etc.
I am considering STEP and would like you to call me to
discuss it further.
Name:
Address:
Telephone:
APPENDIX I
Letter to Title 1 Parents ^1^10 Did Not Attend
the Parent Advisory Council Meeting
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January 11, 1980
We missed you at a good Title I PAG meeting on Wednesday. All
of the parents there signed up for STEP groups after hearing a presen-
tation made by Polly de Sherbinin who is offering STEP. Several par-
ents, who are among the 150 Gary Millett has had in STEP groups, came
in order to tell ways STEP has helped them in their relationships with
their children.
STEP (Systematic Training for Effective Parenting) is being of-
fered in response to a wish on the part of Title 1 parents. STEP sup-
plies an opportunity to look at a variety of ways to help children be-
come increasingly responsible and capable young people as they grow
and mature. In these difficult times for raising children, many par-
ents in Belchertown have already taken STEP which has been offered by
Gary Millett and others.
Polly de Sherbinin, who is experienced with STEP is offering STEP
this spring especially for Title I parents. You will receive a phone
call during the next several days so that your questions can be an-
swered and so that you can have a chance to join others who signed up
for STEP at the PAG meeting.
Groups will start around the end of January and will continue for
ten weeks. Small groups of parents will meet for up to two hours each
week at a time that is convenient. Groups may meet during the day or
in the evening. STEP is free of charge and babysitting will also be
covered. We will meet somewhere in town.
The Title I tutors are also taking STEP.
Sincerely
,
Norma Vosburgh
Title I Goordinator
APPENDIX J
Instructions for Phone Calls to Title 1 Parents
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OUTLINE FOR TELEPHONE CALLS
TO PARENTS ABOUT STEP GROUPS
Name
Address Telephone
( ) Mark
items that
apply.
( ) Would
like a call
on baby
sitting.
( ) Would like
to speak with
Polly.
( ) Would like
to speak with
Parent.
( ) Not
interested.
Do you have a few minutes to talk?
If not: "When may I call you back? " (Or ask if
a particular time is convenient.)
When it is a convenient time to talk: "Did you
receive a letter from Norma Vosburgh telling about
STEP groups for Title 1 parents?" (Around Wed.,
Jan. 16)
If received letter, but has not read it, you
might suggest they take a minute to read it. Make
sure they know the contents (you might tell them)
before you go on. The letter is short.
After know contents of letter: "Do you have any
questions about STEP? "
If so, you might review any details as to time,
place (we will notify later), etc. (IMPORTANT: If
baby sitting concerns a parent, tell them someone
will call them back about it. It is likely that
arrangements can be made free of charge.)
If parent still has questions: "Polly de Sherbinin
is offering STEP and can answer your questions . May
I ask her to call you back ?"
If yes, ask for name and number.
If no: "Would you like to speak with a parent
who has taken STEP ?"
If yes, give a name and telephone number, and
make plan for time to call them back. When call
back, start with section that follows.
After questions are answered: "Are you interested
in joining a STEP group ?"
If not interested: "Thank you" and end conver-
sation in friendly but matter of fact way.
(See next page)
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STEP groups - 2
( ) Wants to
join STEP
group.
If say they are Interested: ask "Would you like to
sign up now ove r the phone to loiti a STEP group
starting around the end of January ?" (XXX) See below.
"Groups will be formed at the most con-
y_enient time for group members ." Tell them times it
can be made available, and check off convenient
times day by day.
Key
:
Convenient times
for me.
These times are
out for me.
( ) Signed up
spouse on
separate sheet.
After convenient times are checked off: "You will
be notified of the time and place of the first meet-
ing."
(XXX) You might want to ask the following question
before first chart is filled out (each parent has a
separate chart), or at this time: "Do you think that
your husband or wife might be Interested in jolnina
a STEP group?" (If baby-sitting is a problem in
terms of both of them attending, they can take sep-
arate groups, or tell them someone will call them
back about making arrangements if at all possible.)
If spouse not interested, end conversation.
If spouse interested, ask to speak with spouse to
fill out convenient times for him/her.
IMPORTANT : If says can't join a STEP group now
and VOLUNTEERS would like to take it at another time:
( ) VOLUNTEERS "We will be in touch with you before school is out in
Interested later. June to find out whether it is more convenien t for
you to take it in the summer or in the fall . '
'
conversation as soon as possible.
End
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STEP groups - 3
( ) REPLIES
that is
interested
later.
IMPORTANT ; If says would like to take STEP,
but does not volunteer that they would like to take
it another time: "Would you be interested in takinc
STEP later ?"
'
If not interested, "Thank you ." etc.
If interested, "We will be in touch
, etc. (as in
paragraph just above.)
APPENDIX K
Letter to All Title 1 Parents
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February 4, 1981
Dear Parents,
Right now, a little over halfway through this school year, thelitle I staff IS taking an informal look at our program to see how itIS working. We would really like to know what you think about several
aspects of the program. We would be glad if you would take a minute to
s are your ideas on several subjects by circling the statement that bestdescribes the way you think.
1. I am satisfied with the way that my child's tutor is support-
ing the work of his/her teacher.
1. I strongly disagree 2. I disagree 3. I agree
4. I strongly agree
2. I am satisfied that there is enough communication between
tutors and parents.
1. I strongly disagree 2. I disagree 3. I agree
4. I strongly agree
3. I favor offering more groups (like STEP) for parents.
1. I strongly disagree 2. I disagree 3. I agree
4.
I strongly agree
Your comments on any of these questions are appreciated. Feel free
to write them on the back of this letter.
THANK YOU!
We have one more request. We would like to know what your child
does outside of school. Please check below if you are willing to spend
10 minutes answering some questions similar to the ones above. We would
mail you this soon and again in June and would ask that you not include
your name
.
Yes, I am willing.
Thank you again for the help you can give us.
bincerely, f\
Norma Vosburgh
Title I Coordinator
P.S. Please return this as soon as possible. Thank you.
APPENDIX L
Letter from School Psychologist
240
ELEMENTARY GUIDANCE OFFICE
February 14, 1980
Ms, Polly de Sherblnln
47 Triangle Street
Amherst, MA. 01002
Dear Polly;
I want to thank you again for volunteering to offer STEP,
this time for Title I parents during the spring. As you know,
we have offered STEP to parents for several years now. They
are always free to choose to participate or not, and any parents
who start out with a group and who choose to drop out are always
free to do so.
Whether or not a given parent participates never has any
effect upon the way a child is treated in the classroom or upon
the help he receives from a teacher. In fact, teachers generally
have no idea of which parents are taking STEP other than when a
parent tells them they are. The fact is that limitations on re-
sources and personnel prevent offering STEP to more than a small
minority of parents at any given time, both in the total school
population and among Title I parents. Our experience is that STEP
has greatly benefltted some parents, benefltted most of them, and
never done any harm to any of them.
At this time, Norma Vosburgh, Title I coordinator, is inter-
ested In assessing whether STEP will make a difference in the
classroom behavior and even in the reading achievement of Title I
students. They are reading on an average of about a year below
grade level.
Norma tells me that you and she have spoken concerning
use of the APACBS (Adlerian) measure in conjunction with STEP
groups. Parents have filled them out in the past. Parents are
also routinely asked to fill out questionnaires following STEP
groups similar to the one you have proposed and follow-up inter-
views are a usual part of the procedure.
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Ms. Polly de Sherbinin -2-
Title I administers the Gates-McGlnlty reading test In
the fall and once again In the late spring for monitoring
purposes. Norma tells me that you and she have decided upon
the McDanlel-Plers Young Children's Self-Concept Scale,
the Norwlckl-Strlckland Locus of Control and the Devereux
Elementary School Behavior Rating Scale as group measures.
I have seen the measures and they have my approval. I also
understand that Larry Barrett, our Elementary School Principal,
has seen and approved of the measures.
Sincerely,
// )yiLU-^
Gary Mlllett, School Psychologist
Public Schools
GHM/rr
APPENDIX M
Letter to Control Group Parents
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April 30, 1980
Dear Parent,
Earlier this year you expressed interest in taking STEP(Systematic Training for Effective Parenting) at a later time.Gary Millett, whose office is at Cold Spring School, will offer
a group in the fall.
He plans to send notices out sometime during September.Because the n^ber of parents who can be accommodated in a
single group is limited, I have given him your name to put on
a priority list. If you are still interested at the time thegroup IS forming, you will be assured a place in it. He hats
also offered to see to it that each of you receives a call to
alert you of the group.
Sincerely,
Norma Vosburgh
Title 1 Coordinator
APPENDIX N
Outline Showing Additions to the
Systematic Training for Effective Parenting Course
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Course Outline
A description of the skills presented each week follows, alon<; with
a listing of hand-outs to be used.
Assignment prior to week 1 : Read, or at least glance through,
'Liberated Parents" to get a feel of how other parents have made changes
in their relationshios with their children.
"feek 1 : General preview of STEP and history of Alfred Adler.
Handouts; "Treat friends, kids the same" by Erma Sombeck, STEP
chapter outline, suggestions to participants, and STEP member responsi-
bilities.
Assignment: Read STEP chapter 2, Liberated Parents chapters 1
entitled, "In the beginning were the words," and chapter 10 entitled,
"Protection— for me, for them, for all of us".
Week 2 : The group discusses chapter one. Goals of the chapter are
to provide a rationale for raising children democratically, to understand
the four goals of misbehavior, and to understand the way in which positive
relationships are built. The group listens to tapes and analyzes the four
goals of misbehavior shown on tk.e tapes.
Handouts: Reasons for misbehavior. Positive goals, Ann Landers'
column, "Child's plea contains bits of wisdom" by Ann Landers, "How many
tines has your kid said 'you don't love ne'?" by Erma Sombeck, chart
showing growth of independence, and Stens for independence.
Assignment: Read STEP chapter 2, Liberated Parents chapter 5
entitled, "Letting go: a dialogue on autonomy." The hone activity is
analyzing a child's misbehavior during the week and looking for positive
goals
.
Week 5: The group discusses chapter 2. Goals of chapter two are to
oTovide an understanding of how children can use emotions to influence
their parents, to learn the kinds of beliefs about themselves that child-
ren learn in their families, and to understand how parents can keep their
children dependent by doing too much for them.
Group activity: Parents read dialogue between parents and children
which demonstrate the principles discussed in this chapter. Tlie same pro-
cedure will be followed each succeeding week.
Handouts; "Should we spend our children?", a Today's Family column,
an entitled Dear Abby column, and a list of home responsibilities for
children at different aces.
Assignment: Read STEP chapter 3 and Liberated Parents Chanters 6
and 7 "Good isn't good enough" and "Tae roles we cast them in". The home
activities are to analyze a child's goal when they are showing emotions,
to watch for times when children try to get their narents to do something
for them that they could do for themselves, and to encourage a child to
assume a new responsibility.
Weel^: The sroup discusses chapter 3. Goals of the chapter are to
learn how to help build a child's feelings of self-worth and to learn how
to encourage a child.
Handouts; Why not praise?. Having fun with children, Live-energetics,
Self-confidence, Sense of worth.
Assignment: Read STEP chapter 4, Liberated Parents chapter 4 entitled,
"WTien a child trusts himself," and "Parental nower: necessary and justi-
fied" by Dr. Thomas Gordon. Tlie home activity is to find ways to encourage
a child.
Week 5 : The group discusses chapter 4. Goals of the chapter are to
help parents learn the benefits of "reflective listening" and to learn how
to construct reflective listening statements. "Reflective listening" is
the same skill as "active listening" as presented by Dr. Tliomas Gordon in
Parent Effectiveness Training (Gordon, 19701
.
Group activities; ( a) Slips are passed around to group members.
Each slip describes a role parents play. Each parent is asked to respond
to a child's saying "I hate school. I never want to go again" accord-
ing to the character on his/her slip. Group members guess which role each
is playing, (b) A sheet of paper with children's statements showing emo-
tions is passed around. The first parent reads a statement, the second
responds to it with reflective listening, and so on around the circle.
Handouts: none.
Assignment: Read STEP chapter 5 and Liberated Parents charter 3
entitled "Feelings and variations". The home activity is to practice
using reflective listening with children at home.
Week 6 . The group discusses chapter S. The goals are to help the
parent help the child explore alternative ways of solving a problem and
to construct an "I-message" in order to express thoughts and feelings while
showing respect for a child.
Group activity: (a) A list of you-messages is passed around the
circle as each parent constructs an I-message to replace the you-message
and the next person in the circle says how each feels, (b) Parents read
the problem-solving dialogue photocopied from the instructor's manual.
They analyze it for how each statement in the dialogue coincides with the
six step plan shown in the parents' manual for exploring alternatives.
Assignment: Read STEP chapter b, Liberated Parents chapter 9 entitled
"We feel what we feel" and chapter 12 entitled "Anger", read handout "Stay
out of fights!" and be prepared to discuss it. The hone activity is to
help a child explore alternatives and use I-messages with a child.
Week 7 . The group discusses chapter 6. The goals are to clarify
the difference between nunishment and consequences, to explain tlie nature
of natural and logical consequences and to show how they are annlieci.
Handouts: none.
Assignment; Read STEP chapter 7 and Liberated Parents chapter 7
entitled "Guilt and suffering". The home activity is to practice natural
or logical consequences in a situation in which it has a good chance of
succeeding
.
ijeek 8j_ The group discusses chapter 7. The eoals are mapply natural and logical consequences. ®
Handouts: Letter from parent on benefits of family council
skills thafT^ve^
STEP chapter 3. Ti.e hone activity is to use theat have been learned to address a child-rearing problem.
Week 9 : The group discusses chapter 8. The goal is to learn toconduct a family meeting. ^ ^
Handouts: The family council, a list of familv responsibilitiesAssignment: Read STEP chapter 9.
' ‘
weeK 10 : me group discusses chapter 9. The goal is to give confidence to parents in using the skills they have learnt in STEP
tbev on and what
priat
1^^ themselves to continue using those skills annro-
I landouts : none
.
As s ignment : none
.
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